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ABSTRACT -

Desegregated Schools (WIEDS) project is described in this final
interim report. In 1981, the project sought to develop, test, ‘and
produce a model and set of guidelines for more effective inservice
teacher education in desegregated schools. The goal, design, and
methodology (including information collection procedures) of the
project are described, and a list of implications (in a summarized
format) follow each of these major findings: (1) desegregation
increases achievement gains and positive self concepts of minority
students and positive racial attitudes among all students; (2)
, desegregatioh is most effectively accomplished when it is publicly
~+ affirmed; (3) student improvement is promoted when children are
_supported by staff and accepted by peers; (4) relatively few
‘educators have received cross-cultural training; (5) appropriate
.racial-relations training positively affects desegregatioa outcomes;
(6) needs assessmant is important for the planning and evaluation cof
inservice training; (7) broadly based collaborative planning and
decision making improve inservice education; (8) school districts
- _should have _clearly defined budgets that _realistically reflect the
resources and funds needed for inservice educatiom; and {9) rigorous -
and ongoing evaluaticn improves the effectiveness of inservice
training. Apperded to this report are the results of a pilot
evaluation of the WIEDS model apd guidelines; a detailed report on
the WIEDS project; and an annotated list of resources on
desegregation, multicultural education, and -inservice training.
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. ] - - " 17 INTRODUCTION ’ .
g

. A: Goal and Overview

The goal of Ways to Improve Education in Desegregated Schools (WIEDS)

. . e -
. o

To establish a reg1ona1 base of jnformation concern1ng .
: successful strategies and the remaining need areas in .
desegregated schools as identified by students, community o
. persons .(parents included), teachers, principals, and
selected central office personne], in order to concep-
tualize and produce a set of inservice tra1n1ng/staff
develooment guidelines and models.

& @

\ ’ In its Phase I literature review and its Phase II analyses of the -~
Commission on Civil Rigﬁts case studies and the NIE desegregation ethnog;
raph1es, the WIEDS'ProjeEt reported numerous deseéregation needs 32d
strategies as found in more than 500 books, articles, research documents,
reports, and position papers). ~ Project WIEDS' Phases II and III developed

vt moré .information related specifically to schools in its region, in a
questionnaire survey returned by 140 central admiﬁistrators, and interView§ )
iof 193 centrg] and building administrators, teechers, students, and parents
and other comrunity representatives. During these three phases WIEDS de-

- veloped most of its data base of information on: _(a) strategies_successful

in improving race relations and promoting a school atmbsphere where all

children can learn and (b) remaining needs. Also in Phase III, the broject

9

— ..developedecriteria“ior_eyaluatingwinégtviCe education (IE) Pr°9f%T$z"iﬂd
analyzed the programs of fifteeﬁ selected desegregated séhobl districts.
Sinée‘its Phase II1 ended in Noveriber, 1979, WIEDS has contineed'to add
to its data base by reviewing relevant desegregation and inservice Titera-

ture while focusing on its FY 81 objectives. .

~
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B. Objectives -
The objectives for FY 81 were:

; 1. To develop and test the model and gu?%e]ines'for IE., » -

2. To produce a finished set of a model and guidelines for IE.

[]
”» 3 « ¢ .

C. The_Prob]em

It seems clear that: (1) the current state of IE practice is generally
in need of improvement, (2) more research in IE is needed, especially in’

13

regard, to desegregation/iﬁtegration and bilingual eeucatipn, (3) more broad
conceptualizations of IE mbde]s}arg necessar;, (4)‘much is known about souﬁd
principles, or guidelines, for'effectivé IE, (5) a great deal can be:done to
help provide equal educational opportunit} foria11 chijdren, (6) much is
known about why desegregation went weii in some ébmmunit}es and not in.

others, and {7) IE is important in facilitating the desegregation/integration

[N

‘process. . ) > .

©

T A broad, t]exibleimodel for IE is needed, particu]érﬂy one which can be

.L

used by schools and districts to facilitate desegregat1on/1ntegrat1on To

meet the needs of local schools, the model should be compréhensive encugh to

13

provide pract1t1oners and dec1s1onnpakers with guidance through the components

and elements essent1a1 to an effect1ve tra1n1ng program. The model must at
the same time ant1c1pate variety in local desegregation-related conditioﬁs

and needs and be adaptab]e to them. A set of practical, succinct, logically

organized gu1de11nes is needed to accompany the mode1 &

~—
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I1. DESIGN AND METHODOLOGY

> ¢

“

<

To deve]op a mode] and gu1de]1nes for schoo]s’ IE to facilitate desegre-

gat1on/1ntegrat1on WIEDS staff:

1. Reviewed and analyzed IE and desegregation/integration literature.

4
. .

2. Identified and compiled information about models and guidelines for
desegregated and non- -desegregated school settings.

3.. Analyzed WIEDS datdgbase and experience for new concepts of IE
» models and guidélines. e

4, Synthesized concepts from literature rev1ew, existing models and ‘ .
“Quidelines, and WIEDS' data base and exper1ence -

é. Drafted prototype model and gu1de11nes

Solicited from practitioners 1n desegregated settings an evaluation
of the prototype model and gu1de11nes

..5::

7. Revised the model and guidelines.
During the period from Décember 1, 1979 through November 30, 1980, more

than 900 books, articles, papers; abstracts, and other, items pertaining to |

3
IE were ' reviewed and analyzZed by WIEDS staff. items not already ip their

K

possession weré sought through computer searches and manual searches. The

computer'search data bases included: (1) Sociological Abstracts, (2) Psycho-

} i -~

Togical Abstracts, and (3] Eaucation‘REEBH?EQE_Thfofmatﬁﬁn“CEnter {(ERIC);
. B ,4 ~
1968-1979. Descriptors used in the computer searches included:

Multicultural Curriculum

Desegregation
Bilingual Education

Integration

- BiJ-ingual--Curriculum. : S
Staff Improvement.
Teacher Improvement
Inservice Teacher Education
Inservice Programs
Teacher Workshops .

Integration Methods—-- -
School Integration
Racial Integration
Classroom Integration
Inservice Education
Multicultural Education

-
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Manual searches disclcsed additional relevant titles. The principal
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sources searched manually included:, (1) ERIC Index, (2) Current Index to

-

N Journals in Education (CIJE), (3) pertinent items referenced in works located
2.

in other searches,,(4) a number of periodicals not indexed in CIJE: %sbe-
'°’ ‘ 7

cially those frequently, contaihing IE or desegregation/integration content,
and (5) the CITE (Coordinating Information for Texas Educators) Resource

s

Center.

i

P

From information” in the literature and WIEDS' findihgs in its survey,
interviews, and analysis of p]an;/programs} aﬁ IE model and guidelines
! ‘weré\drafted. This draft'and‘a tpnee-page questionnaire about it.we%e sent
to 32 potential reviewers. After foilow-up phone calls and a second
mailing, responses were received from 19 reviewers, whose ethnicity, ;ex,

and locations/positions are shown in Table 1, below.

Ll

TABLE 1

Locations/Positions- of Reviewers - I

I

Sent - | Returned
14 LEA . 1 :
" (3) CO Admins (2) . -
(4) IE Trnrs/Dirs (3) .
¢t (3) Prins___ (3) o
(3) Tchrs ° (3)
. 4 SEA 2
8 HEA 2
5 DR 3
' 1 Regional Lab , 1 ,
- [ ]
’ 32 19
; ' : \
*
. 8
j
-




. | o TABLE 1 (cont'd),

Race and Sex of Reviewers

. s 7 .Anglo'
- Male - 10 Black

. ) ) Hispanic
A Nat. Amer.

9

3 ’

5 .
- ‘f -

19

Geographic Location of Revieyegg -

with Respect‘tO*SEDL'Region

W

. In -13 G
: Y 4 : Out - 6

-

éach of these reviewers is directiy and actively involved in one or more
of “the fP1lowing,a?eas of desegregation-related activities: (1) classroom

teachjng, (2) school administration, (3) program monitoring, (4) multi- .

' ‘\‘\ "4 3 . ) . - . . . . J
cultura] education, (5) preservice and/or inservice training, (6) techrical
k . > . i

L Y .
assistance to schools and state agencies, and (7) research. Responses

from thesé\reviewers were considered\and revisions in the model and guide-

lines made éccording]y. . ? .

Plans were then made for a more extensive review and pilot testing of

the model andaguidelines. Of the 46 educators selected for this review,

almost half (20) had veviewed the earlier draft and suggested jmprovements.

& ; . ) L N N v .
Responses were received from 36 reviewers in this second round. Their

]
~

‘ethnicity, gender, and Tocations/roles are shown in Table 2, below.

o nm—

. R “

et S . - N
- R TABLE 2 N

e H

Locations/Positions of Reviewers - II

- LEA - 18
. CO Admins (4)
. " IE Trnrs/Dirs (5F
- . Prins (4):
» Tchrs (

- \'1 ST T T T T I :‘”_A - ”"fg; cTTT o R T
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| TABLE 2‘(cont‘dl_
SEA ’ 2 ° :
o ’ HEA 6
- » ]
: . . Dhe 2
Attys & CR¥ 8
. - . BN 36
’ Race and Sex of Reviewers \
. Female - 19 Anglo - 14
Male -_17 Black - .14 . Q
. 36 Hispanic - 6
. " Mat. Amer. - _ 2 Lo
\ | 36 ‘
. L. . Gebg{aph1c Locat1oq§of Reviewers .
: h Respect to SEDL Region
’ In =17
Out -~ ]9 ’ o 3

*Attorneys and members of civil r1ghts groups;
4 of 8 were both. .

v (.2

Twenty of these reviewers were also solicited to be 1iaison persons ’
for the p11ot test because of their roles as IE leaders and/or consultants ., 3

in-desegregated schools and because of their w1111ngness to make an effort
\ -

— -%o~p14ot~$es£,1he_gu1de11nes and model in at least one site. Pilot testing

\

was.carried out in seven LEAs. These sites are described in terms of

~— - ————setting-and-student-ethnicity in Table 3, below. ¢ - h
: TABLE 3 ’
o PILOT TEST SITES
Setting Studént Ethnicity
1. Rural Black-White . o

2. Urban Black-White '

- o————3—Urban. ' Hispanic-Black-White
l. 10 ! T

e — JNOUIEDS U O e e -
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L o * “TABLE 3 (cont'd)

4, vUrbaﬁY§uburban . Hispanic- _Black- White .
5. Urban Black-White

6. Suburban Black-White

7. Suburban Hispanic-Black-White

\ :
These sites varied in,stage‘of desegregation from preparing for initial
imp]emépfatioh, to having been désegregated for 11 years. One';f the =
urban sites is a magnet high school. The 1iaison‘persons were Race-DAC
staff members qr IE coordinators in the LEA. ‘

Test data were col]egted Wﬁth an evaluation questionnaire (Appendix
A) and interviews, by phoné and in person, of liaison persons. Fo]]ow;up
and monitoring telephone calls were made as ?eemed necessary and poten-
tially helpful. On-site monitoring wnd interviews took place in the’Austin
and San Antonio areas. Test results.are aggregated in Appendix A. "

Test and review respo1ses were genera]]y quite positive, with a number
of constructive suggestions for 1mprovements (conta1ned in Append1x A).

A

Revisions were made in 1ight of tngse suggestions and test results. The

©

revised model and guidelines were then reviewed by three consultants ex-

&
perienced irn IE planning, impiementation, and evaluation and minor changes

) made according to their comments. The resulting prototype set of "Guide-

\ N ‘ "
“—— ~——-4ines_and Process Model for Inservice Education in Desegregated and Deseg-
— regating Schools" is attac ed‘as~Appengl§~E“ '

, Ty T T e
* TTTe——
'\ . . T ——
.\—-_“‘L‘M*_;* - ’ v
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ITI. FINDINGS, CONCLUéIONS, AND POLICY IMPLICATIONS

The purpose of'Prolect WIEDS is to he]p improve educdtion in desegre-"
gated schools by deve1op1ng a mode] and guidelines for more effective
inservice educat1on in those schools. To accomp11sh3th1s, pr03ect staff
sought jnformation about strategies which are successful 1n inproying edu-
cation jn desegregated/desegregating schools and about renaining re]atéd

needs in the schools. This information was gained by, (1) reviewing desegre-

gation and inservice education 1iterature, (2) analyzing the U. S. Commis-

" sion on Civil Rights Desegregation\CasefStudies and the National Institute

of Education Desegregated Schools Ethnographies, (3) surveying 148 central
office administrators and General Assistance Center personnel, (4) 1nter-

viewing 193 adm1n1strators, teachers, students, and parents and other com-

<

ﬁmunity representatives, and (5) analyzing selected SEDL regjorn stigols'

_ policy implications.

-

inservice- educatioh programs. %

1
%
-

This study of the desegregation-integration and inservice education

-

processes and 1iterature leads to the following findings, conclusions, and

.
L

A. It may reasonab]y be, Goncluded that in an 1ntegrated setting: (1)
academ1c ach1evement r1ses for the m1nor1ty children while relatively ad-

vantaged maJor1ty ch11dren continue to 1earn at the same or higher rate,
(2)§m1nor1ty cn11dren may‘ga1n a more pos1t1ve self concept and a more
rea11st1c concept1on of their vocational and educat1ona] future than under
segregaéZOn, and (3), positive racial attitudes by minority and maJor1ty

students deve1op as they attend school together.




Implication: Desegregation should be approached positively and pro-

?

: =,
actively by all decision-makers concerned, as it presents an opportunity

to improve education and society.
¢ &

LS

B. Desegregation is most effectively and smoothly accomplished where it
o is publicly affirmed by local political, bus?ness, social, religious, and

educational leaders aﬁd'subported by communities who become positively,
involved in the desegregation/integration process.. )

-

There is apparently no general public understanding o} what constitutes
equal educational opportunifies, thus thegé is no general public commitment
to equal educational opportunities. Until there is such understanding and ~—
commitment, it will npt always be easy for educational leaders togimplementg
desegregation and inteération. — -
Implication: Local leaders should take a public stand for desegregation
- and work to promote community involvement in‘the schools and communication
between the community dand its schools. As Gregory R. Anrig, Massachusetts
CoF;;ssioner of Education, said when he challenged education leaders to take
the 1ead-in desegregation:
v It isn't easy. It isn't popular. There is little company
out, on the end of the political 1imb. But nothing in the
o Constitution says that the right to equal treatment under
law depends on group consensus....[and] there is a need to

promote quality integrated education once desegregation has
been accomplished (Progress, Fall 1978).

5\

= C. The re]ati?nship betweeq?desegregation and improvement is conditional,

and improvement in minority and non-minority education is promoted most in

those schools where all children are supportéd by staff and aécepted_by

-

, ' peers.
: 0

Implications: Policy makers who affect praservice training, especially

| 134




professional certification, cou]dﬁhe1p improve education by establishing
requirements and multicultural programs in higher education to prepare

educators to be more effective in multiethnic schools.

D. Relatively few eqycators have received preservice training to recognize

distortions ojféthnic history and culture or to be sensitive to the self

‘concepts of §tude§g5 from cultural backgrounds other than their own.

E. There is considerable research éupport for the hypothesis that appro-
g‘ priate race relations training and other‘effective IE activitie; positively
affegt the outcomes of desegregation. -

Img]ication: Policy makers who wish to promote imprevement in educa-
tion will facilitate effective inservice for the total educational staff to
help increase the awareness, sensitivity, knowledge, and skills to provide
an atmosphere and support nécassary for all children to achieve social and
academic success.

Implication: Court judges, as policy makers in maﬁdated desegregation

cases, could improve desegregation outcomes by including in their decisions

effective guidelines and models for appropriate IE.

F. Needs assessment appears to be important for planning and evaluating .
inservice training. Many districts neverthe]e;s have ﬁo formal needs assess-
ing in their IE.
Implication: Inservice planners should be encouraged to follow a
systematic needs assessment in order to plan effectively for training

audiences, content, activities, and evaluation.
1

G. Broad-based, collaberative planning and decision-making appears to

-~ -

i ‘ . - 14 T T
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. program.

improve the éua]i£y of iIE. Training effectiveness seems to benefit from:
(1) improved quality inpuf from mu]tjp]e perspectives and (2) increaséd :
seﬁse of participants” €fficacy and "ownership" of the program.
Implication: Policy makers should encourage broad-based coliaboration
and participation in IE planning and prdmote the concept that decisions -

should be made on the'basis-of competence rather than position.

-

H. Activities of superintendents and principals are extremely importan£
in determingpg the suécess of traiﬁfng and the implementation of innova-
tions in their districts and schools. It appears that IE is more effective
wﬁen explicitly supported and attended by district and building administra-
tors. Inservice can help meet their own desegregation-related needs, and

apparently the administrators' presence at training sessions ercourages
Y

other staff by modeling desirable behavior and helping to "1égitimize“ the

-

" Implication: The district's IE policy should éncouragé district and
building administrators to support and attend inservice training to meet

their own needs anébto encourage others to meet theirs..

I. Staff commitment to IE "is influenced by its promiée of educational im-
provement and proféssional growth.

Implication: Policy maiers should approach IE as learning for profes-
sionals and as a part of a larger program for improvement in the educational
program of the school and district. IE should relate to the staff's every-'
day responsibiliti®s and needs. This requires systematic needs assessing,.
clear goa]:setting, involvement of the.adu1t learners in identifying prob]éms

and solutions, and time and_support to develop addifional'competence and

[
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W,

and ponfidence by acquiring new awareness, knowledge, and professional
?

skills from competent trainers.

1

J. Allocation of adequate resources is impé}tant to IE. Inservice train--

ing appears to be as amenable to programmatic budgeting as any other cqfe-;

fully p]anned program. Unexpected IE needs sometimes occur, especially in
early stages of or preparation for desegregation. The WIEDS survey indi-
cétes that so]i;}tation of federal fundf was one 6ﬁ the most effective
administrative procedures to facilitate_the desegregation process.
Implication: $choo] districts should have c]eaf]y definéq_budgets.
yhich are realistic in terms of resources available and funds needed for
the scope and breadth of their IE needs. Upanticipéted needs should be

budgeted for, and administrators should seek fedefé]_or other additional

sources of funding.
. ~ e )
K. Rigorous and ongoing evaluation improves the effectiveness of inservice
L3 N < .
. training. This important component is one of the most neglected of in-
service programs. )
Implication: Policy makers an encourage more effective evaluation by
helping to provide sufficient resources. It may be'necessary‘to provide
consultant assistance or other training to develop local expertise in evalu- =

ation procedures.

°

-
- -

Clearly, inservice education cannot solve all education- or desegre-
gation-related problems. But effective staff inservice programs for all )
school personnel is essential to help: (1) prevent negative classroom
éxpefiénces which reinforce stereotypes and prejudices, (2) provide class-

| 16
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room atmospheres which encourage learning and interracial friendship and

understanding, and (3) teach children to be culturally literate, preparing

<
-

them for a full 1ife in a multicultural society.

<
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EVALUATION QUESTIONNAIRE AND PILOT TEST RESULTS
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NARRATIVE RESPONSES/SUGGESTIONS )
FROM REVIEWERS OF PILOT TEST WIEDS GENERAL MODEL AND GUIDELINE
. FOR INSERVICE EDUCATION IN. DESEGREGATED/DESEGREGATING SCHOOLS

General Comments

3

In fact, it is a first-class and most useful piece of work, and I look

‘forward to its final publication.

9

Many portions of this project will be helpful in'my upcoming-planning. *

It does look good.

No improvements-needed.y

-3

We'11 really need this type of help when we desegregate county-wide.

The quality is of the highest order and I have no suggestions régarding

how it may be improved.

On the whole this model is quite useful, but for use by school personnel,
I would hope that it could.be condensed considerably. It is both
theoretical and practical. Perhaps some theories may be condensed, making

it more practical. -

-,

I think your WIEDS model is very good.

Y

The staff did a very éhorough'job in the_development of the guidelines

and process model.

-

This is a succinct and clear document.

°
-

It has been my experience in

planning inservice programs. that no detail is too small to be ignored. ,
You have done an excellent job of identifying processes and guidelines.

I.found NIEDS.thorough, practical and, for' the most part, consistent
with my experiences in my current role (coordinator of IE, maanet schools). -

Introduction and.Rationale

More on rationale.
- ¢

Very well done.

Y

Introduction seems to be styessed more.

could be.

¥

Rationale not as strong as it

*Could be improved somewhat; however,‘fhe level of complexity makes

improvement difficult.

&

-




Assumgt10n +

Definitions

g

- More on impor@ance of multicultural education in a racially isolated .
school, especially from benefit to stqdents‘point of view.

>

- Sets good tone for rest of paper. | ¢
- Make more distinction between descriptive intro and the rationale. Qnly
the last paragraph of this section begins to deal with rationale.

- At bottom of page one, "IE" by itself was unclear at first.

- A statement (paragrapn) early on to tell what will be covered in th1s
section might be helpfu] .

¢

5

- A basic staff deve]opment assumption must be that time is a critical
element. Today's professional has very little time or guards it jealously.

-

»

- Excellent!

- No improvement. needed‘

- Assumption 2 define "fu]] 1life," "interest...effectively" (page 3).
Assumpt1on 3, feelings of worth are pred1cated to some degree on society's
views of .the worth of that particular cultural background (pp. 3 and 4).

" - Could be improved by showing the relat1onsh1p between mu]t1cu1tura1

educat1on, staff development, and effective desegregation efforts.

- It may need to be periodically reviewed in light of the changing political
philosophies of federal and state agencies.

- Make definition of mulficultural education more concise. Figures and

“ illustrations very he]pfu]

- Suggested might be added that the reader scan the definitions for scope
and then refer to them as terms occur in the guidelines. Figures 1 and 2
were particularly illuminating! . |

.

- "any personnel changes" might be expanded, i.e., personal, professiona], etc.

- Definition on multicultural education is not very helpful. It raises more
questions than it answers.

- 1 1ike using AACTE's, NCATE's definitions. Adds support but may not be
necessary. *

1

{
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I prefer the use of "gender" to "sex roles." 1 really dislike the defini--
tior of bilingual education=-veryipatronizing and remedial instead of
stressing bilingual education as.a process of working with and developing
.two languages in students. What about English-speaking children who eiiier
bilingual education to learn a second language?

- Need an explapation regarding multicultural education as promoter of
psychumotor development. - - .o
- The relationship of power and prejudice 'to segregation and integration
should be stated in the definitions. Segregation, for example, includes
. perceptions of superigrity and concentration of power with the group who
" segregates. ) - i |

- Not much room Epr improvement. As well done as I've ever seen.
- This section seems unecessary and could be deleted. If some needed, define
the terms within the substantive contexts. '

- 1. Certain legal terms might be followed by a one line definition or an
example to clarify. ’ .
2. Your Figure 1 is very fine work. It is excellent in clarity of

- relationships and positions. .

h Y

- Condense. Too much philosophy goes with the defﬁ1itions.

)
- Definition of inservice should be more spgcific. “For -example, is inservice
a planned learning experience to improve instruction?

General Desegregation Guidelines

'ExéeP]en&»-simple and to. the point. -

Good. . . ) } 5

Perhaps better stated in a list format.

Take\ba(i to see that desegregation is not presented as a "salvation"
for mino~i3¥ youth only!

~ -
-

Some kéy phrases are exceptionally well stated arld may need to be highlighted
by print (Lines™3 and 14, Page 13, especially). ’

General Mu]ficu]turaJ\Education Guidelines

. 4 N .
- Excellent--the use of "stew pot" vs. "melting pot" was a new thgught for me.

- Excellent--especially section‘bn‘attitude of teachers et al. affecting
attitude of students. It's a key .element--teachers don't even know how
they discriminate. I

@

, RS TN

N

Just get them to schools early enough. R A

‘8
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l
o - Somewhat dated rgsearch (1923; 74), but good reasons cited. o
- Some reference should be made to the gignificance of the multicultural®
, societal curriculum on students, staff, and community.
J o
- Parents' involvement at the classroom level--it's been my experien&e that
this has not made a signjficant difference. Staff development focused on
problems of desegregation seems quite a negative approach.
- Restructure so that all weaknesses of related literature are preéented.
As it appears now, guidelines read more 1ike problems. Restate to capture
_the idea of a guideline to practice. Also need elaboration--3 seems
insufficient to me.

I found the references somewhat lengthy and distracting to the thought
f] 0w. . v

Add sources for how to accomplish what should be done.

General Insérvice Education Guidelines

Terrific--best we've seen. >

First sentence in this section seems awkward.

o

+- Great!

Well prepared--comprehensive.
L .

- Need_to incorporate societal curriculum in inservice education--as now

written the model seems to be divorced from societal processes except for
. the local community; unrealistic approach in this increasingly media age.
c : a

- A minor point--No. 1 and 2 seem not to be as well stated as. guidelines
as No. 3. )

!
|

.
]

Very comprehensive.

Really liked the development concept rather than the deficit concept.

More might be added on the problem of "second generation" or re-infection
desegregation. '

Excellent!

Include where to find money to budget for IE.

Process Model--Planning Component

- Committees can follow--found useful.




H

Add something to substantiate/document need for ice-breaker: boundary-
breaker activities--you must lead a group of 1nd1v1dua]s to becom1ng a
"team

“Good.

Delighted you included pa;ents and comnunity as a target audience.
dTwo-princip]es" (p. 35) might need.to come earlier in unit.

Much too long. Much of what is said here is already stated earlier in
paper.

(may be improved) By forcing people to’'read it!

l

Process Mdde]—~Preparation Component

Maybe‘?epeat some from Planning; not sure.
Good

Perhaps list or check]1st the elements within each catetory, i.e., under
catetories 1ike--publicity, funding. ' .

>

Are there sequenced steps and time approximation which might be ‘suggested?

Add on page 43, local coordinators should arrange for the consultants to be
paid if necessary.

‘State alternative to the federally funded sources mentioned.

Process Model--Implementation/Delivery Component

Agein, maybe refer back to Planning, or restate....

Goéd. | ?

Seems a bit truncated in comparison to other sections.

Need more info;mation, i.e., various delivery styles delineated.
Information could use moreAspecificity. h

Perhaps mention the Local Education Agency should demonstrate in a number
of ways the1r continual commitment to the IE.

Process Mode]--AQpl1catJon/Adopt1on Component

.LoU [Levels of Concern] helpful.

Thorough enougn for me.




~ Excellent comment on true situation. ” “
T ~

- Good. \

- You could deal with one other type of staff resistance--simply don't see ‘
it as worth the extra effort. . : . \

. 7 .
- Too heavily weighted toward obstacles. Could use some more attention on
effective means.

- T am not sure how figure of LoU theary fits in--may be better if left out.
- The relationship between failure in schoo]odesegregation/integration and

low student achievement should be expanded. The section on i@proving
student achievement could be expanded also.

Proéess Model--Evaluation Component

- Helpful in schools.
- No response! I have a mental block abbut evaiuation.

- May be improved by including "what happens next?"

\

- Good.

Confused me--a bit too complex. Could be a bit more practical-with
examples. '

Seems to equate "eva]uétion"“with "measurement." ‘Needs more specificity
on useful evaluation techniques rather than the current heavy emphasis on ’
methodology and measurement.. 7 )

1

- This section stands up to the others in exactness and conciseness. .

- They may be helpful and necessary, but I had trouble getting through
Figures 7 and 8. .

¢

References : . ;
s 3
- Too long. Put in sections. .

- Perhaps more state/local references. L

Should include the Iowa Dépt. of Public Instruction material on multicultural
education.

Add AACTE (Volume 4) Guidelines, 1981.

See my attachedltwo bibliographies for possible additions.

4 -

Fewer references, categorized and annotated. \
24 ' x
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.
x, -

The quantity is impressive, but without annotations it's impossible to
comment on quality. , i ~

)
& N

Maybe use a key to signify by topics (surh as #5 = evaluation references).

s
]

Véry comprehensive. .

Compreﬁensive and up-ﬁo-date.

Recommendations for Further Readiﬁz

- Just pick few best and annotate. . . -

i

- Annotations of course. -
- o ¢ - . hY

Divide into: Theory, Practice, Guidelines, or something along that line.
¢ - N

Select from many entires 8-10. you consider primary references. List these

under such a section label along with annotations.

H

N

<
)

Very currént. : '

Very comprehensive:

]
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o / . SUMMARY OF RESPONSES TO RN
: EVALUATIU%{QUEGTIONNAIRE ’ s ‘ ,
WIEDS General Mofg:I and Guidalines . , . ! N = 35'

® or N « -
Inserdice Education in Deseqregated/Desegregating Schools
- . . . !

H

The WIEDS staff appreciates your taking time to help improve i'ts Model and Guidelines for -
inservice education in deségragated/desagregating schools. *

) ‘ INSTRUCTIONS ‘ . , o

. ) -
The itams below are arranged sequentis)?y to correspond, to iections of the Mcdel and GuidoIinq\
in the order that ‘they appnrtd.__&cqmninq with the Introguction and Rationale ‘agd ending 'with

References. s .

)

For thase itees with a Likert scale, please circle the one wumber hich mdst appropriately, .
corresponds with your own reaction to, that section. L e b
Your writgm responses o ‘uc.h seé&‘lon will be especially helpful. r.
{ntroduction and Rationale - R '
. v W
1. How would you'describe the Introduction and Rationale?
’d hd -q-—-——q———

Ypry claarly - Somawhat clearly Not clnrfy .

’sn?d 2 C}tlgtd\ . sugtd N =36

LN (6% (6) (4) : S

. Very helpful Somewhat heldful Not helpful N = :
N 2 32 4 5 =."35-

o (2 “(12) (1) (1) ,

, How could titis saction be improved

JSS

. s

b4

\ . . -

2. How would you 'doscr1b_c the Assumptions?

Very clearly domewnat claarly  Not cluarly . ¢
. - stated: stated . stated N =.36
1(29) .2"(7) 3 . S'
Very Somewhat .
. appro.?rhtt\ . 'approgrhto . Inapprogrhtt N =35 .
s : (26) (6) . (3) ¢ = o <
® How could this section be improved? ' . ‘

. R
NS

. * . C
. 3. How would-you describe the Definitions?, .
\ery cIany\ Somewhat clearly * Not clearly ( <7
su:o‘d . st.aged\ . sn;ed .
[} g N =
28) () (2) (2) : 35
Consistent with Somewhat o .
2 + your ex?trienco consistent ‘- Incons;stent N =35
(21) ¥10) ¥ (3) () .
Helpful Sogmdut helpful Not ho;pful N = 36

2e) ‘) LS tmopm

How could this section be {mproved?

*Number onFEEpdnses. f




’77 N ¢ ”
Lo N
- ~ .
Guidelines - : * .
- . " * 1. How would you describe the General Desegrsgation Guidelines2 ’ T
) Very claarly Somewhat clearly‘ Not clearly . 3
. stated stated - - Lstated N =36
. 1(33) 2 (2) 3 (]) 4. S B O
' Very ?c!pful . Smhatzhelpful ’ Not he‘lspful Nz 35
a 1(32) % (2) (1) , : o
How could this section be improved? ’ - .
. . ]
. 4
. . . 3 ’
2. How would you describe the General Mylticultural Education Guidelines? ) b
T _ VYary clearly Somewhat clearly Not clsarly . s
stated - stated | -stagod * N =35
_ oN29) 2(a) 2 (2) _ N *
. . Very l;c_lofm . . Somewhat helpful ot ho’!sp ul N = 35
o _ (24) 2(8) *({3) ‘. -
» . How could this dection be.iimproved? o %
* - L) ' {
. ,:_:; SN ' . »
éon would you describe the Gomral Inservice Education Guideiines?
! Very claarly’ Scoewhat clearly Not clearly ® . -
stafed » , stagtd . suged N-= 35 . .
. (31) (4 . . : . :
t Very I;elpful . Souv_dntshclpful Not he;pful N = 35
(27). °(6) (2) .
How could this section be improved? ~ v
4 ' v
Process Model ! )
4 .
) +1. The Planning component was;: '
v .
‘ Very clearly Somewnat clearly , ot clearly . :
., ™ _ su}u_d Doy sn;&d . ;uged N = 35 s
s . (28) (6) « - (1) Y
» £ Very hclpfu! Somewha't hclpful Not helpful N = 35 .
4
. o1y *(6) (1) ‘(1)
How, could this section be improveu? -~
[N )
* l:. ; : 5
. 2. . The Preparation conpono';it was: .- ) : .
. Very claarly Somewhat clearly ~  Hot clearly
. stafod 2 suged sta;ed N=3. -
3 4 :
P (30) . %(4) .
* . Yery thorouth Somewhat thorough Not thgmugh N =34 .
7o ‘o). A g .
T Very hclpful 2 Somewhat helpful Not hc’lspful N =.34
. 3 4 ‘
/ '(28) *(3) (3) ~ -

How could the PFeparatiop comonent be improved? 4 '

H -
¢
.

ERIC - .

Aruitoxt provided by Eic:

L \‘1 -
r
i




=}
3, The lmolementation/Oeliverv compdneat was: A
* Yery claarly Somewhat clearly Not clear] i
stated stated stated Y N =-34 '
T(27) 2(3) *(4) ¢ 3 .
Very t?orouqh « Somewhat thorough Not: thorough N= 33
(23) 2(2) *(4). '(2) °*(2)
p Yery h?lpful Somewhat helpful "< Not helpful N =34
. (27) 2(2) *(4) °* (1)
How could the Impiementation/Delivery component be improved?
, 4. The Aoplication/Adoption component was:
Very clearly Somewhat clearly Not clearly
stated stated statad N=35
1(39).22(5) 3 ¢ 5
, Very thorough Somewhat thorough - Not thorough N =35
1(31) 2(3) 3 (1) G
Yery helpful _ Somewhat helpful Not helpful N:=°35
-1 (30) 2(4) (1) ¢ ’
How could the Application/Adogtion component be improved?
’ . . “ .
] . '
. 5, !The Evaluation component was: il
- ) ; s . : .
Yery clearly Sosgwhat clearly Not clearly - N = .
Stated - stated: stated . = 32 ‘
. 1 (22) 2(3) C3(2) ¢ s - :
: Yery thorough Somewhat thorough Not therough N'= 31
. 1(28) 2(s) (1) ¢+ O F
Yary helpfu), Somewhat helpful _ Mot helpful N =32
.o V(26) 2(a) (1) () —
, How could the evaiuation component be improved? L.
e ‘
" M -
References , - .
17 How would you describe the list of References? . .
“ . Very helpful Somewhat helpful Not heipful N = 32
. ° STan e ().
How could this section be improved? \(\Plnso include any sugg@tions fog, additional
refersnces. ) R -
v-
2. How would you descrite the recomwmendations for further reading?
Yery helpful Somewhat helpful Not helpful N = 31
v 1(18) 27y *(6) ¢
Hov.could this saction be improved? (Please include any suggestiors for further reading.)
\
Project WIEDS would 1ike, in ar acknowledgement section of the conpletsd model and guidelines, to
express thanks publicly for your assistance {n the project:
Thic is ckay with me
N { would rather my name not-be {ncluded 2 8 - :
Q . RETURNING THE QUESTIONNAIRE

EMC After you have comoleted the questionnaire, please insert it in ihe accompanying envelope and mail
i it. Thank you sincerely.

L N !
-

—

w "
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A. INTRODUCTION AND RATIONALE b
It is perhaps «ifficult at any time in the history of th; Unjted

States, to overestimate the value of inservice education (IE) for teachersa'
~ and other school staff members. Such training is even more imbgrtant now.

Public schools in the U. S. have recently borne the brunt’of social qhahges

so rapid and unsettiing as to Be‘?evd]utionary. At the same time,.schools

have been a battleground for groups of sincere people reprEEﬁ%ing myriad

ideologies and special interests: Since the Supreme Court fuieé that
2 raciaﬁ]y segregated education wés inherently unequal, desegregation and
multicultural education have been among the most challenging and convoluted
of the issues in public schooling.

The assistance provided by schoo]‘districts to help their staffs meet

chgllenges and solve proE]ems has typjca}]y been IE. But a great ma;y
teachers and other staff’mémbers\have g}pressgd d%ssatisfaétion with the
quality and quantity of IE available to them (Luke, 1980)* A review of the '
1iterature‘indicates that inservice trainiﬁg aﬁd multicu]tura] educatioﬂ'dc

not receive adequate attention as effective strategies for desegrégation

and fntegration.

(WIEDS) has been to deVe]ép an information base about syccess?u] desegre-
gatibn/integration §t5§tegieéﬁfgr use {n'constructing a model aqd guide-'
lines for schools to use in planning inservice education activiﬁies. WIEDS
developed its subst;htial data base by: (1) reviewing desegregation and

»
~

x N

|
|
|
The purpose of Ways to Improve Education in Desegregated Schools .
~ *References are in Section F, pp¢ 84’ff.
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inservice education literature, (2) analyzing the U. S. CommissioAnom€ivil
Rights Desegregation Case Studies and the National Institute ;f Education

Desegregated Schools Ethnographies, (3) surveying 148 central ofiice admin-
ié?rators and General Assistance Center personnel, (4) interviewing 193 ad-
ministrators, teachers, students, and parents and other community represen-

tatives, and (5) studying selected Southwest Educational Development

Laboratory (SEDL) region schools' inservice équcation programs. -

|
1

. 1. Review of the Literature
N . The literature reviewed- indicates that significant researéh has centered
on inservice education as crucial to educational equity for all students.
Katz‘(1964) concluded from his rg&iew of desegregation/integration studies
that the several factors that influenced Black studenﬁs' academic perfoﬁ-
mance ;Jinclude sogia]aconditions in the school and c]assrédm, the degrees of
acceptance by sigﬁi%icant others (particularly white teachers and peers), _ \,
and the*Black pupil's self-concept in regard to EheAprobébi1ity of social
and academic success’or failure. In her review of desegregation/integration
research, St. John (1970) ;oncluded that "the most plausible hypothesis"

-

.was that the,relation between desegregation and achievement is a conditional

one: T -t : ’ '
//j "...the academic performance of minority group children will
, be higher 'in integrated than in equivalent segregated schools,
oprovided they are supported by staff ‘and accepted by peers."

.Since 1970 there has been a growingﬁpool of empirical research available
on the correlation Qetween the behavior and attitudes of teachers and the
attitudes and academic performanée of pupi]g (e.g., Krantz, 1970; Good and‘
Brophy, 1973; Géy, J975). The development of sophisticated and rejiable

data collection tools such as the Flanders System of Interactional Analysis
\




£2

v

(see Amidon and Hough, 1967) Brophy and Good's (1969) Teacher-Child

‘Dyad1c Interaction System, as well as sociometric sca1es and bi-polar se-

mantic differential scales® (see BonJean, et_al,, 1967) have been 1mpontaqt\

*

in assessing teacher attitudes and behav1or teward pup1ls The results of
most investigations using these tools yield rather conv1n¢1ng q/;g that
teacher behavior strong1y affects pupil behavior and has 1mportant 1mp11ca-
ttons for minority ehi1dren (Gay, 1975). A&Aexcegtibn is Sherwood (1972).‘

. . o
Using a semantic differentia1;sca1e to measure teacher attitudes toward

B1ack Cuban, and white elementary children, he found no significant differ-

ences in attitudes.

The work af Mendels and Flanders (1973) indicates, however, that

"naturalistic”. input is powerful in determining teacher's attitudes toward

.their students. These naturalistic factors include: (1) information about

students, such as reputation for behavior, from other teacﬁers, administra-
tors, and parents, (2)‘cumu1ative records, (3) standardized test scores,

(4) physical characte}istics, such as sex, physitai attractiveness (see

also Bersheid's report, 1978), socio-economic status, and ethnicity (Gay,
1975). -Frequently, more than one of these factors are present to influence
teachers’ attitudes and behavior to the more visible minority children, in-
e1uding the Black American, Mexican American, and Nati&e Americans, who.are
all relatjvely numerous in the six-state (Arkansas, Louisiana, Mississippi,
New Mexico, Oklahoma, and Texas) Southwest Educational Development Laboratory
region.

u. S. social science literature documents the majority view of the cul-

turally d1fferent as culturally inferior, intellectually and socially (Kane,

1970 and Stent, Hazard and Rivlin, 1973). Four studies in this decade




were carrigd out in the sduthwestern"United States--the U. S. Civil Rights

Corimission, Toward Quality Education for Mexican Americans (1974), and

Barnes (1973), Gay (1974), and Mangold (1974) on Hispanic, Black, and
Anglo teachers' verbal and non-verbal interactions with Hispanic, Black,
and Anglo pupils. White students receive mo-e praise, encouragement, and

opportunities for substantive interaction with teachers, while teacher con-

" tacts with Black and Hispanic students are most]y'procedural, negativé and

disciplinary. The results of the four southwestern studies are consistent
with each other and with others, such as that on reading and methematics

instructional practices, completed by thé National Advisory .Council on

O
Equality of Educational Opportunity in 1978.- The research strongly sugg@sts

L]

that student ethnicity is one of the major determinants of teachers' atti-
5 .

. tudes and behavior toward their students, that teachers, including minority

teachers, expect less of minority students and give them fewer opportunities

<

and less encouragement and positive feedback; that these conditions are
detrimental to the quality of education; and that many min;rity children ;ré
being denied equa]yobportunity for quality education.
Educgtiona] %ﬁyestigators have agreed upon the signi}icance of (1)
teacher attitudes and behavio; towards pupils and (Zf that téacher-pupiﬂ
dyadic interactions are the heaét of the educational proéess (Gage, 1963;
Purkey, 1970). Although Washfngton (1968), Banks (1970), and Baﬁks and
Grambs (1972) argued cogently that teachers are "significant others" in
students’ liyes, and Gay (1975) said théy are especially important in_the
lives of ethnic minority students, researchers rather beiated]y applied
these princip]e; to desegregation. Evén thoygh a gréat deal 6f desegrega-

tion research has occurred in the 1960's and 1970'5,'re1ative1y‘1itt1e has




I .

been done on how to implement it in the school and classroom. As Orfield
‘wrote in 1975: "Although it's hard to believe, almost’all of the existing
research in desegregation ignores the roles of teachers énd prjncipals...in
making desegregation work or‘not." A notable exception was the National (

Opinion Research Center (NORC) Southern Schools study (1973) to evaluate

programs funded by the Emergency Sch001 As s1stance Program (ESAP) during
" the 1971-72 sch001 year. NORC discovered no significant d1fferences that
ESAP made for elementary school pupils or for high school females. It was é
~ found, however,.that academic achievement 6f Black male high School students
was higher-in schools which had ESAP fund{pg than in randomly selectea
schoolslwithout such funding. Conre]ative!y, the high schools, more than
eleﬁentary schools, spent funds on. activities to improve race relations ‘
through extracurricuTar activities and race relations training for teachers.
NORC also discovered that students' attitudes toward desegregation were
more positive in schools which emphasized human relations, provided innova-
tive curricula, and had pfiqgihéﬂs and teachers who favored integration,
than in schools where these %actors~were not present. The results supported
the hypoihesis that schools' programs could affect the outcomes of desegre-
gation. This study was continued by Forehand, Ragosta, and Rock (1976).

\ >
In their Final Report: Conditions and Processes of Effective School Deseg-

regation, their analysis of the reciprocal effects of school activities and
attitudes indicates that!

Schools with good race-relations pract1ces or racial-contact
practices appear to be very open to the subject of race: to

a multi-ethnic curric¢ulum, to discussion-and projects on race,
and to affirmative assignments on the playground and in the
classroom. The outcome ‘from such practices appears to be good
personal racial attitudes on the part of all s udents and
better achievement for Black students.
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f . R
In Educating a Profession (1976), Howsam, et al. reminded public

4
i

schools of a legal stricture against conferring "benefits on one group while
¥
withholding them from another," but the authors recognized that "teachers

are not prepared either personally or professiona11y for such service.

Most have been reared’in middle- or lower middle-class homes and communities,

ensconced safely away" from the concentrations of minority and lower socio-.

i

economic groups, and very few "know how to go about instructionally and

socially redressing the injustices that have been done to minorities. All

——
-

teachers need professional preparation for this role." (Emphasis the

‘authors'.) The same is true for administrators and other staff.

Effective pre-service training cén be done, but it has generally not
been done (Smith, 1969; Garéiz, 1974;'Hi11iard, 1974; Hunter, 1974;‘AACTE,
1976; Baptiste, 1977; Braun, 1977). The seriousness of this situation has
beef recognized and pointed out by the board of directors of teacher prepa-
raéfon institutions themselves, the American Association of CoTleges for

Teacher Education (1976), when they urged the eradication of educational

.

neglects

Most teachers do not have adequate knowledge of the various .
cultural systems from which Qheir pupils come. . It has been
assumed for too long that good teachers can provide for the
necessary emotional and learning needs of children from
diverse cultural backgrounds. However, as evidenced in low
student achievement rates, there is an impelling need for
reform. '

Further, the AACTE continued, "few educators have beén trained to recognize"
distortions of ethnic history and culture or "to be sensitive to the self

concepts of students from cultural backgrounds different from their own"

(1976). -

R

This lack of training undoubtedly contributes to what has been called
T , x
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second generation desegregation problems. Arising after the physical
desegregation of students and of stafff thesé'problems preveht schools
ﬁrom'becoming integrated and providing effective education for all stydents.
They\can be characterized as acfs of omistion or commission that continue
discrimination o; that perpetuate effects of past disc;imination against
minoritngroups.

o' A{though the impact of these negative attitudes and behavior is dg- y
structive, there is perhaps 1es§ attention paid to them becauée’they are not .
so overt ;s, say, a policy that maintains a ségregated school district. ’
Some of the second generation problems to shich some attention has béen
cé]led are: (1) reduetion of public Suppoét for public schools after deseg-
regation, as shown éspecia]ly by resegregation or white flight; (2) segfega-
tion of students within "desegrega ad" schools; (3) retention of segregated,
or ﬁoﬁo-cu]tura] curricula; (4) p]acement of disproportionate numbers of

minority students in special education classes or lowest academic "tracks";

~(5) su5pensjon, expulsion, or other punishment of disproporgaonately high

percentages of‘pinority students (King, 1981) .«

Desegregation literature is rep]éfe with studies, reports, and mono-
graphs 1nd1cat1ng the need for effect1ve mul*icultural inservice educat1on
(e.g., Banks, 1973, 1975a, 1975b; Castafeda, et al. , 1974; Ornstein, et al.
1975; Dillon, 1976; Braun, 19%7; Jones, King, et al. 1977 PhT111ps, 19785
Rodriguez, 1978; B]ackwe]] 1978; and Grant, 1979). After summar1z1ng 120
studies of schoo] desegregation wh1ch she analyzed for outcomes to children,
St. John (1975) concTuded that further 1nvest1gat1on of the general ques-
tioni-"Does de§egﬁegatibn benefit children?"--would seem a waste of resources.

"The pressing need now is to discover the schaol conditions under which the

3




benefits of mixed schoo]ihgﬂare ma%imized and its hardships minimized."
It is important to note, as did Kirk and Goon (1975), that these condi- .

i tions--igdﬁtified'in stuaieg reviewed by themse]V;s, St. John, and in others -
discus;ed earlier--are not unique to success for minority ;tudenps in a
desébregated sett}ng, but that "they are vitally important to academic
succes3 for anyéne in any educational setting.”

. From these studies, it may be pon;luded that in an integrated setting{
(1) academic achievén;nt rises for the minority children whiie re]aiiye]y
advantaged mjority children’ contjnue to learn at the same or higher rate,
(2) minority children may gain a more positive self-concept and a more
realistic conception of thei} vocational and gducat{ona1‘future than under -
segregation, and (3) positive racial attitudeé by minority students develop

- as gtgy attend school together (segla1so Weirnserg, 1977a 1977b; Edmonds,
1979; Epps, 1979). It was to help promote these outcomes for desegregated

)

schools that Project WIEDS carried out its study. -

The data«col1écted by ﬂIEDS Tﬁ;icate important dqsegregation-re]ated
neehs and ways to megt those needs. The need areas include: (1) cultural
awareness; (2) inierpersonal rqlations; (3) curriculum ;Ltegratjon; (4)
pupil se]f-concepg, motivation, and dropouts; (5) expuisions/suépensions;
(6) teaching methods and learning sty]es; (7) parental involvement; (8)
resegregation; (9) segrégation within the c]assroom and,extracurricylar

| activities; (10) the re]atlonsﬁkg\gffween b111ngua1 educat1on and desegrega-
tion; and (11) effective inservice education. IE by 1tsg1f cannot’ totally
meet a]] of these needs. But it also seems clear that thesé needs cannot-

be met without an effectlve 1nserv1ce program

There is no one best way to program IE. There are too many important.¥
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and'dynam1c variables 1nteract1ng, espiecially in the desegregat1on process
In theifgye1opment of the following mode] and gu1de11nes, cons1derat1od‘has .
been pa16 to d1ffer1ng genera1 c1rCUmstances, ‘such as - stagest of desegrega- '

t1on/1ntegrat1on whether desegregation is mandated or voluntary, ethnic
composition of students and staff, elementary or secondary level, whethert . e

rural, urban, or suburban, history of race re]at1ons, experience in inser-

vice, and other variables. Thus the mode] and guides offered here prov1de

flexibility without violating certain assumptions about the worth of the

™ . \ »
1nd1v1dua1 and the value of multicultural educat1on, These .guidelines and

A
mode] are intended as a state-of-the-art general mapp1ng of principles and

processes of adult education in the critical and sometimes sensitive sett1ng
of desegregated schools. !

The emphasis here is on training for desegregation and multicultural
education, but the principles and processes are sound for general inservice

education.. It is not necessary to have one IE program for desegregation '

../"'

-and another for everything else. In most instances it is probably desirable -

that they merge.” An exception, of course, is the not uncommon Situation of
implementing desegregation sUdden]y with little or no preparation. This is

e . ®
the situation which frequently exists after a protracted legal battle over o

Lwhether the district will desegregate, which ends with a court order for

desegregation. Then {mp1ementation becomes a crash program. Otherwise,
however, it is abpropriate to include multicultural education in ahe general
inservice program. e

This is one way inlwhich desegregation brings opportunjties, through ' .
new content and processes. ‘Mu1ticu1tura1 education,. training in effective o

' 4 ‘ *
communication, interpersonal relations, and parental involvement--so fre- ,




~ ’ : k¥ '

P

quently slighted in many school programs--begin to receive attention. It
is unfortunate that multicultural education is so singularly associated _g
w1th desegregat1on Its va1ye as preparat1on for life in a culturally . 4-;

p1ura11st1c world is basic for all students, whether in a desegregated or \>£? y

a rac1a11y~1so1ated schoo] A multicultural concept may be more difficult
in a -racially isolated school, but it is no less important, whether it be
an'Ang1o or a-minority school. And the need for good race relations, effec-

| tive communication, and home-school cooperation are not peculfarly.related

: to desegregation The teacher with increased awareness, knowledge, and : .
sk11ls in these areas will tend to be more effective in teaching maJor1ty

as well as minority children. -

- / ) 7
In .an important sense, teachers and schools cannot control whether o

is already providing one. The societal curriculum is defined by £ortéé
(Apri1 1979) as “"that massive, ongoing, informal curricu1um of family,

peer groups, ne1ghborhoods, mass med1a and other soc1a1121ng forces that

students will receive a muﬁticu]tora] education; the "societal ‘curriculum”
|
|

gducate us throughout our lives.' Cortes persuasave1y advocates that -

educators and students- need to be made aware of the m1;1nformat1on about
ethnicity being "taught" by the societal curriculum ahd how it negat1ve1y
affects what oeopie "know" about and act toward peooﬁe of other culture
grouos what schools can do is to prov1de ua11tx mu1t1cu1tura1 education,
helping students develop societal curriculum 11teracy and become "more

aware, sensitive, and effective citizens of. the “Future" (Cortés, Apr11 1979).
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2. Assumptions
The<e guidelines were prepared with certain assumptions in mind about

mu1t1cu1tura1 educat1on=and inservice educat1pnv These assumpt1ons_have
emerged from experienceé and studies (e.qg., Berman & McLadghlin, April 1975

and April.1977°'King, Ga]indo, et al., November 1979; Klausmeier, et al.,

-

4

1980) and are implicit in the NIEDS IE guidelines. )

L]

a. Assumpt1ons about Mu1t1cu1tura1 Educat1on R

¢ Each person has inherent va]ue and worth simply because s/be,is a

human being. This 1nc1udes children,

e A goal of public educat1on is to prepare students for a full life,

. SN

to he1p them develop their abilities and skills to interact pds1t.ve1y

and effectively with other Beop]e.

. o Because its multietfinic population is one of the realities and

valuable resources of the United States and pecause many individuals’

*

fee11ngs of worth are pred1cated in some degree upon their cultural

background mu1t1cu1tura1 education is v1ta1 1n the preparat1on of

. ) I <
a child for a fu11 and product.ve 1ife in our soc1ety ’

s There are a number of sound §trategies and skills which can promote
good education in schools. Most of these, and some more specialized

strategies and skills, can help improve education in desegregated
X ane s , =%

¢

schools. . -

’

b. Assumptions about: Inservice Educat1on

¢ Many schools are funct1on1ng effectively in many ways, but’ s1gn1f1-
cant improvements can be made.
¢ School staffs are professionally concerned about education and want

- to improve their practices.

42
1




/
SchooL,staffs havé the capability to improve; however# resources,

i _ space, and especially time must be arranéed so that the £6ta1 school .
staff can part1c1pate 1% improvement act1v1t1°s

e ‘Signiticant improvements in educat1on pract1ces requ1re a tota] school

-
-

L]

important clinical expertise.

') Professiona1 improvement is an individual, long-term, heuris?ic pro-

-

cess, wherein staff members fit innovative concepts to: the1r own

concerns, sty]es, and s1tuat1cns

3. Definitions aﬁd‘tﬁﬁééptuaT“Framework

One of the findings of the WIEDS study is that there is no universal

agreement on definitions of the. terms "staff development" and "inservice

education" or "desegregation” and "integration" and other related terms.

L4

' . effort .

B ¢ Teachers, administrators, and other school and district staff possess -
. These are defined below as used in this project.

]

S — e e e ——

Staff‘deve1opment - refers to any perSOnne1 changes ‘to improve educat1on B

.- (selection, assignment, etc. )« ®
Inserv1ce educat1on - any p1anned activity to assist school personnel in

1mprov‘ng their profess1ona1 effect1veness after employment. The _ '
) acp3v1ty can be.undertaken 1pd1v1dua11y or with others, informally or
in a structured context. The improvement can be through the acquisi-
tion of knowledge, changes in attitude, and)or development of skills,
including interpersonal skills.
Race - a more or less distinct human population group d1st1ngulshed by

genetica11z transmitted g;1§1ca1 character1st1cs

IL_ - and includes two aspects: (1) inservice education,'Eﬁd“(27’$t3f¥ing
|
|
|
i ' A
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v

i Culture - the totality of socially transmitted behavior patterns, including:
language; social customs (as family organization); ethics and values, ..
including religion; diet; and costume (in the sense of traditional

—— . ~dress).: - - - - - " - A

3

Ethnic‘grqggA- a group with a common cultural background (see ébove); not =«

synonomous with race. . . ey

Multicultural education - is a pluralistic curriculum and learning process

which promotes affecfive as well as cognitive development. Mu]ti- <

rn1+una1_1nstructlnn~takes_1nto account_the 1nd1v1dua1 's culture as.

well as other aspects of his/her background‘wh1ch are relevant to the

— student s-{hgthy,~needs,_and 1eannlng_stylesd__Muljlcul_uralmcurr1cu- B
1um is relevant to local as we]l as national-cultures, and meets the

1nd1v1dua1 'S, needs to know of h1s;her own cu]ture as we]] -as those of

¢ L

others. In its broad sénse, mu]ticu]tura] education encompasses gender
. N §‘ . . N ’
and socio-economic strata. as well as ethnic groups, promoting inter-

. BN . \
group undérstanding and cooperation~and*individual deveiopment to- the —

g . ‘maximum“6f~each3s%ude;th'ab444¢163~ Mu]tqcul%ura1 edication Relps . — T T
pfovide equal educational opportunity, promote rac1a1 harmony, and pre- T
pare students for happief, more productive Fives fh the culturally
pluralistic U. S. society by providing more career choices and social

' options andtenables them to learn moreffrom and to, cooperate moré with
others.

Bilingual education - According to the Bilingual Education Act of 1968, a

bilingual education "program was to inco"porate the use of two languages,

., one of which is Eng11sh as mediums of 1nstruct1ons for those children

Q
ERIC 44 -
) 13

i
|
|
’ < who had Timited English speak1ng ability. A b111ngua] education pro-
|
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gram was to eecompass part of all of the cdrricylum and include the
study of the history and culture associated with the students'imother:
éengue. A complete brogram“was Fo develop and maintain the child's
self-esteem and 1egi£imate pride in both cultures." In a broader Sense,
b%]fngeal education is a medium of instruction which utilizes the -
cUﬂtura] en& linguistic characteristjcs of non-English speakers as'a
means for teaching and learning as well as to develop literacy skills’

in English. In more i; a multicultural sense, bilingual educat1on is

often referred to as "bilingual-bicultural education." This is a pro-

f | | i '
' >
1
b -
. -
. -’
1

cess of developing two 1anguages in sfudents, not Just hetping them

-—

<

until they learn Eng]1sh. It also helps English-speaking children learn

e a second language. . S

B e e

-

To ass1st in defining the concepts of- "desegregation" and "1ntegrat1on o
and 1in understand1ng their. reldt1onsh1p, the WIEDS staff has developed the

following-conceptual framework for the integration process. (See Figures<

- e

— g and 2 fo]1ow1ﬁ§ o
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o STAGES e . _za_ﬂ>4oxm , LIKELY )
. QUTCOMES .-

official policy and
; practice geared to equi-
* . - ty for al] groups.
| Desegregation, equitable
treatment by race, sex,
national origin,
| handicapetc. "~ |
: -
| .
4 H
" Official policy and]
practice geared to race
equity but’ not to equity
by sex, national origin
S , {n.o.) or ..-q:__."-w.w etc.
B . Equity by|race but not
. _sex, n.o., handicap,etc.

Equii",y
for ail-
Groups

+

Integration

Understanding, Appreciation,

Race
. Equity
Only

. Official policy mandat-
ing equity; planning/
resources/action provid-
ed to implement policy.
Sradual az-.ow-n.o:.

reductioniof differenti-
“ . al treatment by race.

Respect, Cooperation,

& Higher Achievement for
A1l Groups Affected

6ood
Faith

A CONCEPTUAL FRAMEWORK

.
~

Figure 1
%6

Sroadened

Viewpoints
& Insights

Token

Official policy mandat- ,

. ing equity, but little .

./ | S or-no respurce alloca-
: i i 23\3-3.3\323 to

! {wplement policy..

Little or| no change;

,  status quo.

R

Status
Quo

)

THE INTEGRATION PROCESS:
LSS Desagregation

. No official policy spe-
cifying segregation,
differential treatment,
but routine prictice has ;
same effect,

. mnw..oo-n:x_. different-
' Js

tregtment by race,
Official vo:numfvan:«.
ing segrepation, differ-
entfal treatment by race.
Race-segregated -work-
[force, activities, pro- -
grams, classes. ! . .

s Rougreg_ation

Conflict,
Achievement

?,

17% tower

Separatism,
Misunderstanding,

Fear

\ ( Segregation ’
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1
[

E
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¢ g e ——n SPECIFIC INDICATORS FOR ASSESSING DESEGREGATION gTATUS

anoloynent\Practices

* Policies regarding recruitment, employment, prémotion, Tenure,

lay off, nepotism, job assigrments, pay scales.

o™

Representation of men ard women in various job classifications
and work assignments; salary levels; workloads.

“Access to Educationa]cProarams

* Policies regardipg eligibility for admission to, enroliment or
participation in, and/or ‘graduation from specified educational

programs or courses.

EnrolIments in school programs/courses; development of specific
p]ans for change; staff training and orientation activities.

Curriculum Content . .

* Policies regarding textbook adoption, curricu]un'content.

* Use of race biased/fair textbooks and curriculum materials;
allocation of-resources for purchase of sex fair materials;

- provision-of—inservice-and/or-other-training-to-counteract race
bias in materials.

Classroom Practices/Student Treatment -

* Policies regarding student behavior, discipline, dress codes,
honors and awards, access to classroom materials and facxlities.

* Incidence of differential treatnent, development of specific
guidelines for classroom practices; provision of inservice
training; procedures for monitoring, evaluating progress.

Counseling Procedures and Materials

* Policies- regarding use of counseling materials, testing instru-
ments, counseling procedures. e

‘\ Incidence of differential treatment in counseling ng activitiess
use of race biased or.fair materials and tests; allocation of
resources for purchase of race fair materials; provision of
inservice training for guidance counseiors.

Extracurricular Activities

* policies regarding function and composition of teams, clubs,
o§ganizations, access to facilities, eligibility for participa-
tion. \

*. Composition of and levels of participation in extracurricular

teams, clubs, organizations; allocation of resources to support.
activitias. use of school facilities.

Figure 2




‘The conceptual framework in Flgure 1, when used with the Specific
Ind1cators in Figure 2 alsosprovides a broad basis for assessing a
school's or district's status in the integration process and the general

|
aseas in wh1ch 1mprovement is needed This assessment can then form the’

——— -

basis for selecting appropriate inserv1ce training and, later, eva]uat1ng'
‘the sucpess of that training.

The conceptua] mode]l prov1des general indicatonrs as to whether a $chool

r

system s policies and practice reflect: Q\

/

. .de jure segregat1on (spec1f1ed by both poYﬁcy and practice);

[ 3

.de. facto segregation (accomp11sh by rbut1ne pract1ce despite the
absence of off1c1a1 po11cy,,

~token- desegregatnon_(essentlal]yepaper compliance, policy w1thout

practice); ;

.good faith desegregation (moyement toward chahge supported by both
policy and practice); ’

.race equity only; or

.equity for all gfdups,.i cluding women, racial and ethnic minorities,
handicapped persons, etg.

These indications then/can be applied within six specific areas of

concern related to desegregation, resultiﬁg in a detailed assessment of
status and need. Specific areas of concern include empioyment practices;
access to educational programs; curriculum content; classroom practices and
studeat treatment; counseling procedures and materials; and extracurricular
activit%es. Needs assessment (pp.‘42-44, below) in these six areas and

keyed to the framework in Figur% 1 (p. 15) can produce a profile indicating

the status of a school or district in the integration process.

l Segregation is the involuntary isolation of a group(s) of peop]e
i because of race or some other characteristic. Whether de jure or de facto,
|
|
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it has included perceptions of superiority and concentration of power with

the group wha‘ségregateS and discrimination against those'segregated. It

~

. - .
has bred separatism, misunderstanding, mistrust, fear, and conflict between

. the groups involved. Desegregation is the ending of segregation, the bring-

ing together of previously segregated groups. .

. . \
Many school districts have resisted desegregation, sometimes practicing

tokenism and otherwise maintaining status quo discrimination against

. ‘minorities. Other dist icts*have accepted the letter and the spirif of

the law to desegregate and have made "good faith" efforts to provide equal

educational opportunities and an”atmOSphere which pmbmotes the expansion-

of viewpoints, new learning, and trust. Frequently fhese good fdith efforts

are characterized by relatively isolated ethnic awareness and human rela=
tions workshops, as well as by "add-on" curr1cu]ar changes w1th more or less
1so]ated "units," such as for American Indian study, or ce]ebrat1ons of

B]ack History Week or C1nco de Mayo. The phys1;a] mixing of the curriculum

corresponds to the physical m1x1ng of student body and staff.

Integration is the situation whérein people of different groups tend
to interact cooperatively on a basis of equal status and trust, as they
know, understand, and respect each other's culture and contributions. Inte-
gration also app]iés to the curriculum, with Black cowboys and Mexican
American vagueroé, for example, as integral parts of western history. To
implement such a curriculum, the staff and faculty of the integrated school
have developed necessary know]edgg and skills through purposeful programs.
of inservice. .

f .
The progression from stage to stage is not automatic, but requires

LY

much thought, planning, and work from parents and other community repre-

49
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sentatives as well as from students, schoo] boards, admjnistrators, teachers,
I

and all other school personne]t If the schoo]s and commun1t1es do not plan

and work together, a school or entire d1str1ct may well go from segregat1on

to desegregation, but fﬁbm>there not to integration but to resegregation, a

situation wherein some parents have\moved’dr otherwise acted to place their’
children in other public or in private schools with fewer or no miﬁority
children. Rather than a desegregatibnzto-integration'gnyirohment which
fosters understanding and cooperation, poorly planned and implemented deseg-
regation cani?ead to fear, confusion, cohf]ict, and crisis. "

;

B. GUIDELINES

.
1. Desegregation Guidelines

Drawing from the experiences--the mistakes and successes--of people

- in thousands of schools and communities, we now know that & great deal may

- be-done to help provide equal e€ducational opportunity for all children,

head off some prob]éms, solve others more easily, and improve the education

process while we are about it. We now have a good,idea why desegregation

‘went well in, some communities and not in others. Following are eight

general guidefines which have helped many districts. IE can be instrumental.
in facilitating each guide]ine, and in Aome it is crucial (U. S. Commission
on Civil Rights, August 1976; Community Relations Service and National

Centgr for Quality Integrated Education, 1976; Edmonds, 1979; and Epps, 1979).

o Affirmative and assertive Jocal leadership

The desegregation process is significantly affected by the support or

opposition it receives from local leadershjp. Ip communities where local

©
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business, political, social, religious, and education leaders have supporteg
school desegregqtion, iF has tended to'go relatively smoothly -and the
community bg more recep{ive to it. Responsibie, assertive leadership by
school board members, school administrators, and teacher organizatigns js
crucial for peaceful and effective deségregation._ Assertive policies and
actions from these leaders include (1) informing and involving the commuhity,
(i) making positive public statements for deéegregation and integration and
against discrimination, and (3) initiating and supporting sucﬁ facilitative
programs‘and bractices as multicultural education, equitable discipline
aﬁd\extracurricu]ar activities; affirmative actio; personnel policies, and
effédtive IE for all school personnel. Appropriate and timeiy inservice

for the ;educational leaders themselves can help provide them with éki]]s,“

strategies, and jnsights necessary to facilitate desegregaﬁion and integra-

”,
5

tion.

b

) Two-w;y Communication | . <L

Each stage of desegregdtion requires a particular type o€ conscjous
and coordinated eéforf to give complete and cﬁrrect information to all people
in the school aﬁd to as many people in tﬁz community as possible. One im-
portant function of IE is information dissemination. TQF controversy which
frequently swirls around séﬁdo] desegregation usually geﬁerates more heat
than light, and many school personnel are likely to be i11 informed or mis-
informed‘about important 1ega1;\po]itica1, social, and even educational
isgues involved in’the process.

One-way communication can be effective for igformiﬁg people, but two-
way communication‘is more helpful for gathering information and support from

the community. This progesé can gain information about strategies and ideas

ol
20 3

~




which will facilitate desegregation by providing opportunities to identify
problems and find out Nhat concerns peop]e most and how to work through

these problems and issues. Two-way techniques ipclude te]ephone hot11nes, h
neighborhood meetings and other pub]ic forums, and many others. (See NIEDS

¥ : .
Home-School Cooperation/Communication Model, 1981). ' .

o Community TnvoTvement in the desegregation process

‘ , Local leadership and inforﬁation dissemination are important in he]}ang
bring about a third.crucia] variable, community invo]ve ent. Local citizens\\\
arelinstrumental in determining whether desegregation is effective. Where
the‘co@munity is supportive of desegregation and cooperative:in facilitating

it, the~process is far more likely to be smooth and beneficial.

-

+ .
.- 3
1)

° DeSegregation as an opportunity to improve education

+ . The constitutional issue invo]ved in school desegregation is not quality

of education'g__ se, but equa]ity of educational opportunity There is,

9

. p——

neverthe]ess, nothing inherently antithetical about desegregation and educa-
tional improvement. And those s¢hoo]s in which integration has worked most
"smoothly and gained community support for themselves have been those schoo]s
which have taken advantage of desegregation to improve educational practices
One intrins1c educational advantage of desegregation over segregation
is in the enhanced opportunities for muitiou]tura] éducation.‘ Further, it
| may be concluded that in an effectively desegregated setting: (1) academic
achievement rises»for the\minority children while relatively adrantaged
} majority children continue to Iearn at the same or higher rate, (Zi minority

children may,, if needed, gain a more positive self-concept and a more realis-

tic conception of their vocational and educational future, and (3) positive

21 92
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racial, attitudes by black, brown, and white students deveTop when they learn

. taogether. . . " '

& 4 K
<

° Rehearch and evaTUat1on , - ‘

»

Another charaéteristic -of schoo]s where desegregat1on has been most
L ‘ product1ve is the conduct of continuing research and eva]uat1on of, their

process df desegregat1on. For examp]e, pre-desegregat1on needs assess1ng°"
‘activit{es a%e {nﬁbrtaQS résearch. This research includes data;co1lect1ng

to detern1ne students needs for bi1ingua1 éducation, community cg\ncernsQ "_‘
. re]at1ng to de;egregation, whether a schoo] staff needs additional know]edge-A~-’A—f-

of desegregation 1aw and deta1ls of the desegregat1on p]an be1ng imple-
mented, and staff att1tudes and knowledge perta1n1ng to other ethn1c groups

in the district. Throughout.the process there is a need for data 1nd1cat1ng -

—

whether students of different ethnic groups are receiving a disprdportiona1\ . )

amount af 1ow gnades‘for academic performance‘and/or disciplipary action,
._or are absent or withdrawin&gfrom school in dispnopnrtionate numbers, This -
informat{on nay nrovide warning ofkprob]ems s0 that steps may be taken'Fd
so]ve them\as\qd1ck1y as poss1b1e , / '
Other essential desegregat1on mon1tor1ng research wou]d\re]ate to
school and home’E;;mun1cat1on and cooperation and 1nc1ude data from such

sources as parent-teacger organization attendance, complaints from parents,

A
.

nature and nunbgn of meetings between parents and principals/teachers/
counselors, who initiated the méetings, and data relating to unsuccessful
efforts to initiate meetingsl These data are, of coursé, in addition to
those necebsary for imp]ementing’any affirmative action or otner staff

- development with respect to personnel hiring, promotion, or reassignment

Q

R
j
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‘necessary in order to develop the necessary skills to conduct school based

- fdesegregaticn-reTated research and evaluation.

. cially low achievers. But this is usually resolved if they-are in a posi-.

relative to the desegregation plan.

Such research is necessary for evaluation of policies and practices
i~
and can he]p point up a need for changes and for inservice content areas..
Recearch and eva]uat1on are, of course, aiso necessary for monitoring the

impact of IE (see Page 71). On the other hand, scme inservice may be -
N N

¢

e Training for all school personnel ' o

Tt 1S unrealistic and unfair to 1hp1enent‘a desagregation plan without .

first preparing the people who will be involved, and total staff and facu]ty
are involved. It is unrealistic to expect a smooth process whjcn will pro-
duce desirable results, and it is unfair to school personnel to ask them to
dé a job without the appropriate knowledge, skills, and sensitivity. It is

also unfair to students.

o include lower grades 1n desegregat1on

an

., The earlier m1nor1t¥3ch11dren experience desegregation, the more likely
it 1s that desegregat1on will have positive effects Most stud1es which
have found negative desegregation outcomes have involved o]der students who

only recent]yiexper1enced desegregat1on. Desegregation frequently results

p N - . v o .
in some increase in anxiety and self-doubt among minority students, espe-

D)

‘tive environment; the crucial determinant of‘effects of desegregation on

self- esteem 1s nondiscriminatory and supportive behavior by teachers who

R

prov1de adequate instruction on appropr1ate tasks.
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* education for all district personnel. Experience has shown that this kind

" of preparation and implementation will most 1ikely provide school environ-

¢ Careful and comprehensive planning |

The more carefully and comprehensively a sc¢hool district prepares for
desegregation the more 1ikely it is that school desegregation will have
positive effects. This preparation inc]ddes imp]émentation or beginning
of all of the foregoing guidelines: establishment of early and positive !
leadership, gaining community support and invo]vement: emphasizing desegre-
gation as an opportunity fb improve education, listening to anq-providing
good information, deve]oping,a sound desegregation plan based on equrignces
of other districts but tailored to the local situation, constant monitoring

P
and "fine-tun‘ing" elements of the process, and provid‘ing adequate inservice

ments conducive to good race relations and children learning togetsiar.

2. Mu];icu]tura] Education Guidelines

In addition to the general decegrégation gdideiines most of which are
pr1mar11y adm1n1strat1ve in nature,. there are a]so sound educational princi-
ples wh1éh support appropriate inservice educat1on These principles are
essentiq]]y those for effective 1nstfuct1on in any school, i.e., considering
the individual student's background, needs, and learning style(s) for the
most productive teaching and learning expériences. Because these gemeral

principles are here applied to facilitate desegregation/integration--to help

prove race relations in schools--they can be gonsidered guidg]ines fo;,mu1ti-

cultural education.

(@
it

|
provide equality of educational opportunity, promote ledrning, and to ims ' |
|
|
l
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e Tne attitudes and behavior of teachers and staff affect the academic -
performance of students

Since 1960 theng has been a growing pcol of empirical research availa-
0 , - .
ble on the correlation between the behavior and attitudes of teachers and

others and the attitudes and academic performance of students (Gage, 1963;
Washington, 1968; Purkey, 1970; Banks, 1970; Krantz, 1970; Banks and
Grambs, 1972; Noar, 1972; and Geod and Brophy, 1923). Results of investi-

2

gations using neQ sophisticated and reliable data collectign tools yield
rather convincing data.that teacher behavior strongly affects pupil be-
havior and has especially important implications for minority children
(Amidon and,Hough, 1967; Brophy and Good, 1969; Bonjean, et al., 1967; Gay,
1975). _ I
Social science research (discussed.mgre fully on pp. 2-8) suggests that
student ethniéity is*one of the major determinants of teachers' attitudes
and behavior tp their students, that teachers, including majority teachers,
expect‘1ess of\minerity students and give them fewer opportunit%es and less .
encouragement aqd positive Féedback,tand that these conditions are a major
determinant of dha]ity of education, and that many minority children are
being denied equa] opportun1ty for quality education. ) -
How teachers, pr1nc1pa]s, and other staff behave toward studeets .and \\
how schools and classrooms are organ1zed are critical factors in determining

the effects of desegregation. Better race relations are 1ikely in those

schools where: ‘ /
\ a. principals are supportive of multicultural education and exert \K
leadership to that effect; N

b. teachers are re]ative]j unprejudiced and supportive and insistent
on high performance and racial equality; , !

T. any achievement grouping or tracking do not result in racial
isolatian;

o8
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d. positive social goals (e.g., good race relations and race and
sex;equity) are emphasized by teachers, principals, and staff;

- e, paants are involved at the c]assroom level in actua] instructional
activities; .

f. multicultural curricular materials are used;
g. faculties and staffs are integrated;

h. there are ongoing programs on staff development that emphasize
‘the problems relating to successful .desegregation;

i. substantial interaction among races both in academic settings’
and in extracurricular activities are encouraged..

This last factor seems to be the most important. It may be that with-
out substantial interracial contact--interaction within classrooms and
schools, in learning and play situations, as well as through, seating
patterns--other approaches to improving race relations such as teacher

workshops, class discussions or curriculum revisions, will probably have

unimportant consequences.

) Prepare all teachers, administrators, and other staff for desegregated
multicultural education

‘AACTE surveys in 1977 indicate that at least. twenty states had passed

‘!

legislation endors1ng multicultural .education or eveq\requ1r1ng some measure

of it for teacher certification, and many higher educa%ﬁon agencies

developed, or had forced upon them, Black Studies, Mexican “American Studies,

Native Ame;ican Studies, Asian American‘Studies, or minority studies pro-
grams of some farm. Nevertheless, the results were disappointing. \There
were exceptigns; but on many campuses the minority studies programs were
jsolated and had 1ittle if any impact on teacher education (Banks, 1975b;
Eko, 1973; Gibbs, 1974; Katz, 1973; Sanchez, 1972; West, 1974). Multi-

cultural courses offered in teacher-training curricula were frequently
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elective and prospective teachers received little encouragement to enrol

. in them (Katz, 1973; Sullivan, 1974; West, 1974; Rivlin and Gold, 1975;

Arciniega, 1975; Smith, 1969; Garcia, 1974; Hilliard, 1974; Hunter, 1974;
AACTE, 1976; Baptiste, 1977; Braun, 1977). This makes effective inservice

education all the more critical.

e Cultural p1ura11sm is more useful than the "melting pot" concept. in.
education for a diverse, democratic society

The melting pot, wherein the objective was assimilation and efface-
mént of cultural diversity, worked only to the advantage of some white g;oups

or individuals of other groups lightly co1ored'enough to "pass," because the

~ "one model American" of the melting pot was white,. Anglo-Saxon, protestant,

and middle or upper income (cf. AACTE, 1973; California State Dépaktment of
Education, 1977). The further from this 1dea1 the more handicapped one
was in being successful. As Rev. Jesse Jackson has observed many Americans
of color "stdck to the bottom of the pot" (G]azer & Moynihan, 1970; National
Education Association, 1975).. ’And_Greer (1972) has pointed out that the
melting pot of education did not assimilate many white immigrant children.
Rather than the melting pot, a more culturally pluralistic concept
is the "stew pot." In the "stewing" process the ethnic "ingredients" take
on and give off "flavors" without losing identity, pride, or opportunities.
From 191§ when John Dewey introduced thé concept of “"cultural pluralism”
in an address to the National Education As§ociation (Hunter, 1974), there
have been different ideological values assigned to it (e.g.; Stent, et al.,
1973; Banks, 1975a). Probab]y'the usage most consistent with democratic
ideals is one which is based on the deve]&pment of American society in

which many 1thnic groups 1ive in a symbiotic relationship, where cultural
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dif%efence; (including language, system of éthics, social patterns, dress,
and diet) are respected, without any implication that one culture is superior
or inferior to another (see Aragon, 1973). Cultural pluralism does not deny -

the existence of differences in culture, but values such differences and

1es no reason for askinglanyone to reject his or her cultural identity

in order Yo have dignity and equa{ opportunity. While there would be no
pressure for anyone to assimilate into another culture, one would have.
freedom to do so if he or she chose. (See A}agon, 1973; Epps, 1974; Hunter,
1974; Banks, 1975; Rist, 1978; and Passow, 1975). '

3. Inservice Education Guidelines

Multiculturql education requires training to recognize and capitalize
on the existence of ethnic diversity for enriching the teaching ;f youth.
Until all from schqofs of‘eéucation are trained this way, it can only be
done through inservice training. Desegregation literature is replete with
studiges and reports indicating 'the need for effective multicultural inser-

vice education to: (1) prevent negative classroom and school experiences

~ which reinforce stereotypes and prejudices and (2) provide classroom and

school atmospheres which encourage learning and interracial friendship and
understanding and to teach children to be ethnically literate (e.g., Banks,
1973, 1975a, 1975b; Castafieda, et al., 1974, Ornstein, et al., 1975; Dillon,
1976; Braun, 1977; Klassen and Gollnick, 1977; Phillips, 1978; Rodriguez,
1978;’Blackwe11, 1978; and Grant, 1979).

The literature of IE has greatly increased in recent years. A review

of this literature discloses no convergence of conclusions. There is,

however, near consensus that although the state of IE practice is deplorable,
53
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much is known about sound principles for effective training practices.
for effective training practices. Following are guidelines for IE.* More

specific guides, details, and examples are included in the harrative of

‘the mode] (pages 40-74).

o Planning and content of IE should be in response to assessed needs

Needs ;ssessment is a broad term which covers such needs sensing.activ-
ities as individual self assessments,ltota1 staff surveys, community opinion
analysis, and student achievément testing, émong others. Selection of

.

sectors td assess, as well as the focus on need areas, depend on several

£

factors. In desegregation these factors include stage of implementation

and clues based upon perceptions of the behavior of people involved. Duripg
early planning and preparation need areas may concentrate on community re-
lations, knowledge of law and purpose of desegregation, rather than student
achievement, for example. Later planning and preparation could focus on
problem solving and interpersonal relations skills, crisis prevention and

resolution, classroom management/discipline, cultural awareness, developing

* Sources for the IE guidelines and model included, among others: The Inservice Teacher
Education Concepts Projact (Nicholson and Joyce, 1976; Yarger, et al., 1976; Brandt, et al.,
1976); the educational change studies sponsored by the Rand Corporation (B8erman and
McLaughlin, 1975, 1977, 1978; see also Datta, 1978), and the Institute for Development of
Educatfon Activities (I/D/E/A), (Goodlad, 1972, 1975, 1977), the Concerns Based Adoption
Model (CBAM) research (Hall & Loucks, 1977, 1978; Hall and Rutherford, 1976); the findings
of the Phi Delta Kappa's Commission on Professional Renewal (King, et al., 1977); the
Teacher Corps Research Adaption Cluster research {Morris, et al., 1979]; as well as recent
overviews and analyses of IE (Rubin, 1970, 1978; Edelfelt, 1974; Lawrence, 1974; Edelfelt
and Lawreénce, 1975; Edelfelt .and Johnson, 1975; Howey . 1976; Howsam, 1977; Beegle and
Edelfelt, 1977; Fullan and Pomfret, 1977; Zigirmi, B¢ z, and Jenson, 1977; Edelfelt and
Smith, 1978; Gage, 1978; Pinar, 1978; McNeil, 1978; ' taff Development: New Demands, New
Realities, New Perspectives," September 1978; Hutson, 1979; Ryor, Shanker, & Sandefur, 1979;
Feiman & Floden, 1980; Gagne, 1980; Harris, 1980; Joyce & Showers, 1980; Hood & Thompson,
1980), and studies and analyses dealing specifically with desegregation and/or multicultural
education and IE (Mosley and Flaxman, 1972; Davidson, 1973, Davison; 1974; Wayson, 1975;
8raun, 1977; Hillman, 1977; Marsh, 1977; Valverde, 1978, Sutman, et 3l., 1979).
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a multicultural curriculum and integrated extracurricular activities, opera-
ting an information center, promoting home-school cooperation, and genera]]f
preventing "second generation" desegregation prob]ems. Post desegregation

IE concerns m1ght include student ach1evement and prevent1ng/so]v1ng second

genération prob]ews such as resegregat1on, in-school segregat1on, punishment,

. and drop-outs, as well as follow through from earlier efforts.

Pre-planning assessment should include staff'experience, characteristics,

interests, and strengths, as well as needs. To be a helpful tool, the

~assessment must be realistic and taken seriously by participants. A1l staff

should be represented in all steps of the assessment process and should

have opportunities to suggest ways to meet their needs.

o IE decision-making should involve those affected by the decisions

The question of who "controls" IE involves issues of politics and
education. Teacher organizations are asking for more power in IE decision-
mak{ng. Where no single group controls IE, shared responsibility is a
reasonable means of reachindra decision. Sound educational principles also
support collaboration in decision-making iﬁc]uding:

a. improving the quality of IE with input from multiple per-
spectives,

b. 9increasing participants' sense of efficacy,

c. promoting the concept that dec1s1ons should be made on the
basis of competence rather than position,

d. dincreasing participants' sense of involvement in and "ownership"
of the program.

o Budgets should be developed for adequate IE funding, as for any ongoing
school program .

IE is as amenable to programmatic. budgeting as any other carefully

61
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planned program. There appears to be no consensus in the literature about °
a standard of funding. A gengra] standard of ten per cent of the district's
operations budget has been suggested (Howsam, 1977). But, while practices
vary widely, actual funding is considerably lower than that, perhaps averag-
ing less than one per cent. \

Unanticipated needs should be budgeted for, especially in preparation
for desegregation and in its early stages. At thése stagés, implementation
of desegregacion/integration may be considered a “"special project" to
bring about major changes in a relatively short period of time and thus
require a higher level o% funaing than routine programs (cf. Harris, 1980).
Federal or other sources of government fund%ng is frequently available for

desegregation-related IE (see pp. 35-36). ;

e Location of IE should be determined by training requirements-and
activities

Generally the school site is the most effective locus for‘training,
but p]ann1ng and some training objectives may .be more readily achieved in
; retreat. A major advantage of the school as the site is that it promotes )
a "job-imbedded" approach to training, which can foster solution to school-
wide prob]ems, as well as the improvement of the school climate and working

relationships. But some sensitive intrapersonal awareness and interpersonal

skills may be best dealt with off-site in a retreat setting.

V

o "It is more effective when it is explicitly supported and attended by
district and building administrators

Contrary to the common belief that availability of district funds is

the main factor in determining the success and continuation of innovations,

r

district and school-site organizational climates are more importaht than
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financial factors. Shperin%éﬁdents are extremely important in determining
the success of programs in their districts, as are principals in their

schools. The presence of administrators in IE tends to produce several

good effects, such as “1egitimizing" IE, modeling behavior, and dispelling
the deficit and top down models. Further, administratofs at all levels

need IE to do their jobs, a facet of staff Heve1opment often neglected.

<

o _Inservice should be an integral bart oF the total school program

Within the most successful schools, IE is not a "project" but part of

an ongoing improvement and problem-solving process Within the school.

>

e Tncentives for participation in inservice programs should emphasize
. intrinsic professional rewards, although public funds should pay for IE

Research does'not §upport any argument that extrinsic reward§ such
as extra pay, salary credit, or the like will cause teachers or other clients
to be committed té a project. Commitment is influenced by at least three
factors: (1) whether the i;novatioﬁ offers promise of educational improve-
ment and professional growth: (2) administrative support, and (3) governance/
planning strategies. Of the three governance/planning strategies: (a)
top-down, (b) grass-roots, and (c) collaborative, the third has been the
most successful for securing involvement, support, and effecting_p]anning
(see McLaughlin and Marsh, 1978; Yarger, 1976; and pp. 41-42, below).

A corollary to the %ncentives guideline is that there should be no -
disincentives such as inconvenient times, locations, or other factors to

0y, -
discourage or penalize participation.

s IE programs should offer promise of educational improvement and pro-
fessional growth

Most experienced teachers (more than five years in the profession)

52
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felt that most IE was not worthwhile nor suff%ciently challenging. Ambi-

} tious andjcomp]ex projects are more 1ike]y to offer intrinsic rewards to
l
|
|

particip;nts and thus be successful. A dilemma may exist in that such pro-
( ‘ ) f. N la "

grams are more difficult to design and carry out. But if the program is

planned and governed collaboratively and is conceptually clear, the ]ikeli-

hood of success is increased.

e Program goals should be specific and clear

In the Rand Change Agent stugy, tﬁe more ‘specific that teachers felt
. program gpa]s were, the more goals the pfogram achieved, the mo;e\student
improvement was attributed to the project, and the more continued the use ‘
— - -~ - of program methods~and materials. An important co;;onent of this specifi=
city is conceptual clarity, i.e., the extent to which -program staff under-
stand what they are to do and understand the rationale of their project

activities. This may call for frequent staff meetings and time]y discussions.

0 IE should be based on a developmental, rather than a deficit model

Within a deficit model, teachers are seen as lacking the. professional
skills necessary for successful teaching and as needing inservice to remedy
these deficiencies. The development model, however, is based on the
premise that teachers are professionals with valuable abilities and skills
and that they need not be inept in order to become more adept.

Prefgrence for the development model over the deficit is more than a
matter ofﬂtaking sides in a philosophical debate over whether a glass is

| half full or hq]f empty; teachers, 1ike other people, tend to perform up,

or down, to expectations and approach.
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o IE programs should be heuristic_and 1oca11y adaptive

Well-conceived and well- structured innovative programs whose effec-
tiveness has been proven elsewhere can be quite helpful to a school district.
But any model should be heqristic and readily adaptable to local conditions,
serving as a gu1de to help people to discover or reveal 1oca1 needs and ‘
available resources through comfortable styles and approaches Development K
of IE to implement an 1nnovat1ve program, Such as mu1t1cu1tura1 educat1on,

should be part of the professignal Jearning process which helps teachers and

a~

]
- 1

This is not so much "re-inventing the wheel® as it is designing or-adapting.me.cm..
a tire for the wheel to suit local terrain.
Important learning takes p1ace durino this entire adaptation process
~as the people involved satisfy their needs for information about the innova;
tion. An effective process thus helps provide conceptual clarity and focuses

resources and commitment to the innovation.

s / . N

e Implementation of 1E should model good teaching . - .

|

|

|

}

{

{

|

|

administrative staff understana and adapt the innovation to local needs.
Modeling "good teaching" means different thinos to'different people. -~ |
|

Good teaching in IE, accord1ng to recent literature, is adaptive to c1ass- X\
room cond1t1ons uses exper1ent1a1 activities, encourages se]f-1nstruct1ona1

methods, prov1des wide choices, and employs demonstrations, supervised

»

trials, coaching, and feedback. ) y
: i

Teachers who have a repertoire of teach1ng models appropriate to their

own sty]e and have ‘skills in us1ng them have a relative advantaye (Joyce

and Weil, 1978). It is, howgver, probab]y more important for teachers to

| S T

| learn proo1em-so1v1ng skills than to have IE to increase their repertoires
T P €3 - :
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. 1978).
\

- district is in a region served by a Race DAC, National Origin DAC (whose

;Y

/
of proven teaching models or strategies (McLaughlin and Marsh, September,

|
o l ' : .

\ \ | ! u

\e Trainers shouTd be competent and suited to the situation

ot

. : b g I e e . . /

The issue of who should facilitate IE training is a controversial ane
4 : Mt

on which some groups have as%umed aodogmati¢ stance. Generally, classroom

teachers are highly regarded as trainers, while supervisors and administra-

tors are not, and there has been a diminution of the role of higher education .

e /

agencies in‘ﬁchoo] IE. * Considerations should include whether the subject
mat£en is’instructive or admiﬁistrative in’nature, whether content is aware-
ness,vknowlgdge, or skills oriented, and mahy other va}éablesu But primar-
ily the éghtral issue is competence fathei than role_group. The literature
suggest§ that no single category of trainer is equally successfu] with a]]l_

o

kinds of training. ) ' "

e Outside agencies/consultants are sources of technical assistance and
expertise !

i L]

TeEhnica] assistance—and'expertise-jg'frequently availab{e from outside

agencies. These inc)ude state and federally funded agencies,\higher educa-

' tion (HEAs) and private agencies as weT” as other school districts.

A number of these sources offer assistance particularly relevant to

-
1

desegregation. Many states have Techniéa] A;sistance Units funded under
Title IV of the 1964 Civil Rights Act specifically to help schools imple-
ment desggrebatipn. Their regional counterparts, with similar funding

and purposes, are the Desegregation Ass{stance Centers (DACs). Eacﬁ‘school
technica]-a§éistdnce includes help with bilingual education), and Sex DAC.
Ih;ough HEAs, fe&éra]]y funded institutes provide desegregation training

&6
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for schooa personne1 Some regional educat1ona1 deve]opmen{ laboratories
have desegregat1on-re1ated proaects, funded principally by the National
Institute of Education, wh1ch provide information and materials. Another
valuable source of technical assistance %s project personnel from a school
where desegregation has been successfu11y‘imp1emented and demographic
variable and h%story of race relations are similar. . | /
Consultants, whether from inside or outside the system, can provide )
valuable service. But they must have requisite exoerience,'expeytise, and -

time to tailor their service to local needs. They should not, consciously

or unconsciously, upstage local project staff, put should mesh with the
oveyall program. '

The purpose‘oﬁ,technica1 assistanoe is to he]p’]oca] practitioners ﬁ%&
to adapt rather than adopt innovations and to nelp them learn to solve
problems rather than to solve problems for them. Outside agencies/con-

sultants should provide” neither too much nor too little assistance. .

4

‘ e Evaluation of IE should- be a systemat1c ongo1ng, co]]aborat1ve process
to help 1mprove programs , o

As an 1mportant expansive, -and sens1t1ve program, IE deserves rigorous

evaluation. To be an effect1ve program, IE r egu1re r1gorous "and ongoing

resources are usually 1imited, extensive data from d1veﬁse facets and many

peop]e are required, t1m1ng is cr1t1ca1 and because effective IE is
co]]aborat1ve, evaluation feedback is an e1aborate process (Harris, 1980);
Perhaps this is why eva]uat1on, although generally sa1d to be one of the
most critical components of an effective pqogram, is one of the most

3 A

evaluation. And yet, an 1dea1 evaluation component is, d1ff1cu1t to achieve: T
|
l
|
|
1
neglected.
|
i
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Fq]]owing are some often neglected guide]ines for what*evaluation

! 4
should be (Griffin, September 1978):

Y

I

|

a.

e.

f.

_Qngoing and formative, to help re-design or modify activities.

'4 [

Informed by muitiple data sources from people at all levels

who can help explain IE's process and consequences.

Dependent upon quantitative and qualitative data to broaden

understandinq,of events which bear upon results.

Explicit in providing information about the program's
effectiveness, sc as not to appear as if it is the partici-

pants who are on trial. .

Considerate of participﬁnts' time and energy by using °
~unobtrusive measures that emerge from the natural setting
rather than by imposing additional responsibilities on

participants. .-

Reported ih form that can be readily understood by partici-

pants and- patrons of the .program.

Following is a summary of WIEDS' Guidelines:
9 .

}.

.

2.

3.

Dasegreqation Guidelines L

(1) Affirmative and assertive local leadership
(2) Two-way communication ,
(3) Community involvement in the desegregation process
&4; Desegregation as ar opportunity to improve education
5) Research and evaluation’'
(6) Training for all school personnei
(7) Include lower grades in desegregation
(8) Careful and’ comprehensive plarining
" . . [ - .

Multicultural Education Guide}ines

(1) The attitudes and behavior of teachers and staff affect the
academic performanca of students "

(2) prepare all teacher, administrators, and other staff for deseg-
regated, multicultural education

(3) Cultural pluralism is mdre useful than the "melting pot" concept
in education for a diverse, democratic saciety

Inservice Education Guidelines

(1) Planning and content of IE should he in response to assessed .
needs <4 :

(2) IE decdision-making should involve those affected by the decisions
(3) Budgets should be develgped for adequate IE funding, as for any
' ongoing school program ~ .
+ (8) Location of IE should be determined by training requiremerits and
activities T .
(5) IE is more effective when it is explicitly supported and sttended
by district and building administrators
(6) Inservica should be an integral part of the total school program
(7) Incentives for participation in inservice programs should emphasize
“intrinsic professional rewards, although public funds should pay
4

for (E
LI SR 10 -
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(8) IE programs should offer premise of educational improvement and

! professional growth < ~
(9) Program goals should be specific and clear N
(10) IE should te based on developmental, rather than a deficit model : .

(11) IE programs should be heuristic and locally adaptive s

- (12) Implamentation of [E should model good teaching

(13) Trainers should be competent and suited to. thé situation .

(14) Outside agencies/consultants are sources of technical assistance

A 3

and expertise "\
(15) Evaluation of IE should be a systematic, ongoing, qollaborative
process to help improve programs . .

a

C. WIEDS INSERVICE EDUCATION PROCESS MODEL

¥

To complement these guidelinesy and to further assist with the imp]e-‘ \
mentation of an effective IE program, the Project has developed the "WIEDS
InserviEe Education Process Model," as shown by tF2 schema in Figure 3

and explained in the following narrative.

: \ .

v
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As shown in Figure 3, the WIEDS model has five components: (1)
Planning, (2) Preparation, (3) Implementation/Delivery, (4) Application/
Adoption, and (5) Evaluation. - Each Component is composed of elements
that are basié‘to a structured, comprehensive plan which allows for flexi-'

bility and adaptability to local needs and- characteristics.

1. Planning

Most school districts probably need three levels of planning for in-
service training: (1) overall or master planning, (2) project or program
planning, and (3) session planning (Harris, 1980). If each of the three
is well conceived and.developed, the implementation of any one facilitates
the other two. At each level, the quality of planning is more important
than quantity. Well developed and clearly written plans help focus atten-
tion; quide activity, and aid-evaluation. .

A good plan has authority and i< appropriate and complete. Authority
comes from those directly affected by the plan as well as those in the
power structure who authoriié inservice activities and funding. A plan is
appropriate if it reflects the needs of those affected by the plan and in-
cludes implementation strategies and..activities which will work with the— -
participants involved in the training. To be complete a plan must provide
a foundation and blueprint for carrying out each element of the other four
components of inservice: preparation, implementation/delivery, application/
adoption, and evaluation.

As with any educational innovation, leaders should be well informed
about their school's desegregation plan in order to win staff commitment to
implementing it and developing an IE program to support it. As indicated

in the WIEDS Guidelines, desegregation and inservice programs characterized




as being successful have had explicit administrative support. This need
for affective leadegship in no way conflicts with the constructive trend

'to collaborative governance.

Membership of all planning teams should reflect a cocllaborative
approach, including raéia]/cu]turq] groups and job-roles: teachers and
other personnel, administrators, principals, and parents/community members.
A11 members of each team should themselves be suféicieqtly trained to im-
plement the WIEDS guidelines for desebregation, multicultural education,
and inservice training. Each team member must be thoroughly familiar with
the district's desegregation plan and various cultural communities.

Planning teams or committees should parallel the three levels of plan-
ning: (1) a central district-wide planning team, (2) a sub-committee or
team fsr planning each projéct or program, and (3) session p]anping teams.
The third level team may be made up of members of the level two program
team‘plus such consultants, facilitators, or presenters as are considered
necessary for effective session planning.

In developing the master plan, the central team defines goals, sets
major objectives, assesses and prioritizes needs, allocates fuﬁds, develops
budgets, targets general aJdiences, sets timelines, selects content, pro-
vides for publicity inside ;nd outside the system, designs the overall
evaluation, and provides general direction and monitoring at the district
level. The program and session teams, working within the district-]eve]
guidelines, plan their respective levels' objectives, content, strategies,
publicity and commu;ication efforts, evaluation design, and audience selec-

gion.

~X
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Deseyregation and multicultural education involve complex relationships
and communication processes with other staff as well as with students. And
these relationships and processes inﬁg]ve ggég§_which usually require in-
service training. In planning and conducting a needs assessment,‘fwo source§
of information must be tapped: (1) information related to staff needs and
(2) information ‘related to student needs. | |

Staff-based needs may be divided into institutional requirements and
individual needs. Institutional requirements pertain to maintaining cerfi-
cation or for qualifying for advancement "in theé ranks." IE for desegrega-
tion, however, concentrates on the staff's individual needs, those related
to day-to-day professional responsibj]ities of instruction, administration,
counseling, bus-driving, food-serving, etc. To carry out these responsibili-
ties in the new]& desegregated or desegregating school, the staff will most
1ikely need more than traditional pedagogy and éki]]s, but will need also

to develop additional awareness, knowledge, and skills based on student

nesds. Relevant student-based data includes cultural'and socio-economic

backgrourd, achievement, dropout (rate andrcadses), and graduate-fol

studies information. Mahy of these data will pertain to emotional as much

as to physical and- academic needs. ‘
- Two principles of assessing staff needs are corollary to the collabora-
tive concept: (1) all staff must be represented in all steps of the assess-
hent process, and‘(2) all staff should have an opportpnify to suggest ways

to meet their needs. As with studgnts, staff members have.a variety of
learning styles which cannot be accommodated by a single IE trainfng mode.

And as in the classroom, creative thinking should be encouraged to prevent

conformity and monotony in IE learning activities. -

e
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The four steps of assessing needs are: (1) planning and (2) co]fecting,.
(3) tabulating, and (4) analyzing data. Planning includes determination of
the most effective means of assessing staff needs--quest{onnaire, formal or
informal interviews, assesément workshops, some other mode or a combination
of somé or all of ‘these. One helpful assessment tool is the Concerns Based
Adoption Model (CBAM) which is designed.to diagnose not only specific needs
but also concerns of participants in order to provide re]evant,'indiviaualizeq
IE activities (Hall, Loucks, et al., 1978). These concerns vary through
stages that an individual experiences, ranging from personal to management
concerns. The CBAM Stages of Concern (SoC) Questionnaire provides individual
and group data that can be used to plan training, evaluate progress, and
discover individual problems during implementation .and application of IE.

More about CBAM is included in the discussion of the application component
of IE:

In collecting and tabulating data, it is helpful to obtaip and cross
tab information on building and personal bases to allow more accurate
analysis and effective targeting of the IE audience. For example, there )
is no need to provide inservice activities to increase cultural awareness
in all schools of a district, when the need exists in only one of the schools.
There must be a systematic and thorough district-wide assessment of teacher,
staff and student needs. Without reliable and complete needs assessment
data, it is impossible to develop an effective inservice plan. Nevertheless,
the most difficult parts of planning still 1ie ahead. A% this point, plan-
ning time, creativity, and perhaps expert consultative. assistance are required.

The planning team has the tasks of deciding which needs are of highest

priority and considering the rescur~es available to meet them. Only one
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major need, or a few closely ré]ated ones, should be addressed at one time.

Inservice goals 2nd objectives are based upon pribrity needs. A goal is

- stateﬁent of inte?tions or purposes to be achieved. These can be short
range and long range goals. It indicates whét the program is intended to
accomplish. The way to achieve these goals is through objectives. Objec-
tives should indicate how these goals will be met. Objectives need to be
relevant and explicit for the purposes of validating them against the needs
they are intended to serve and to guide the selection of activities and
other design considerations. Objectives may be expressed in behavioral
terms that are fela%ed directly to the problem and specific needs.

Most traditional inservice efforts have been directed to teachers as

the targeted audience. But the.total school staff, parents, and community

representatives should be involved in desegregation and in IE to implement
it. Superintendents and principals are extremely important in determining

the success of programs in their districts and schools. Their Teadership

---and- support -is essen@iqt,;apg~they‘aﬂsoﬂnééd”tFETﬁjﬁg’té FUTFiT1 their,in-

creasingly demanding jobs. Further, the presence of administrators in
training ténds to produce several good effects, such as Tegitimizing IE

and giving it status, modeling behav%or, and dispelling the deficit and

top down models. Other participants in IE should include parents/community
members, students, school board personnel, and a]] non-certified personnel
(e.g., aides, custodians, food service personnell and bus drivers). The
audience t;rgeting will not always include all of the aforementioned people
but will rely or the content and activities of the IE program to focus on a
specific group of clients.

The core of the IE program will be the actual content. And as objec-




tives must be consistent with set goals, so must content and activities be

consistent with objectives. In seiecting content, a number of questions
should be asked. For example, will there be a variety of choices or will
there be one specific theme or topic to be addressed? Will the theme or
topics deal more with the cognitive domain, such as techniques for increas-
ing the student's achievement in the "basic skills"? Or will the emphasis
be more affectively oriented, such as with mofivation, cultural awareﬁess,
anid self-concept?

Strategy design requires considerable thought, even for experienced

IE pTanners, because it should depend on the interplay of many other factors,
inc]udiné content, objectives, avai]éb]e resources and skills, and the
audience, to name a few. ?t*may be helpful to develop alternate strategies
which can be.used if needed. Strategy design encompasses‘grouping method-
ology to be employed (e.g., lecture, role-playing, .group discussion), usé of
materials {e.g., type of audio-vidual aids and whether use of packets or

several individual handouts).

Any innovation will require follow-up activities. Activities should
be outlined in sufficient detail to encourage adoption of new concepts and

;upport the principle that IE should be an integral part of the total schoq]

. : P
program as opposed to traditional "one-shot" approach. (See more on follow-

up activitjes with the Imﬁ]ementation/De]ivery, page 58, and Application/
Adoption, pp. 58-64, égmponents.) ’

A timeline depicting dates of events for all elements of the IE com-
ponents is an important graphic aid for planning, implementing, and monitor-
ing the progranm. A careful, realistic timeline provides a~"map" of events
and helps to avoid becoming lost in unfocused details. Iﬁ budgeting time
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for IE, two time frames must be considered, one within the other. The
[arger frame is the total time allotted to training during the school year
(and perhaps in the summer before and/or after). PTanning for the best
use of that time e;tab1ishes the detagled time frame within the larger one.
If a total of 10 days is authorized, shquld th{s time be taken one day a
ﬁonth, two days every other month, two hours a week, or how? Considerations
of lower limits include be]%efs about minimum times 1ikely to be produétive.
Setting of upper 1imit§ should consider physiological needs for food and
rest. A sample Workshop Planning and Preparation Form, adaptable to Tlecal
agendas, is appended (Appendix A). .
Unfortunately for students, teachers, and most others directly affected,
preparation for desegregation frequently does not begin until, after years
?f legal arguments, a cou}t order or other mandate sets a date fdf"deéégré:’ N

gation which leaves little time for preparation. There may even then be a

tendency for IE and other preparation, if bzgun at all, to be half-hearted

while the school district appeals the mandate. Thus it is not unusual for

inservite training and other preparation for desegregation tb begin quite
late 2nd be carried out on a crash basis. 0

Not all schools, ‘however, have waited so long to begin. And outcomes
for all concerned are ﬂndoﬁbtedl; enhanced when the time frame for IE to
implement desegregation iéc]udes lead time (before school begins) forﬁ(])
careful selection of, and 10 days of training of trainers, including schoql;
based teams; (2) program planning and preparation; and (3) at least five
days‘of IE fér total staff, parénts, and community representatives. In
addition there should be a minimum of one day per month of intensive train-

ing p1u§ additional time for follow-up coaching, support, and evaluation

~
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_appended (Appendices B and Cf.

activities, perhaps on an informal, individual basis. Whatever the time
fTame, program p1anners;héve the problem. of fitting objettives and activi-
) ’

ties to the time dvai1aq1e.

Budget1ngufunds for inservice.is similar to budgeting time, in that

resources are limited anL obJect1ves and activities must be fitted to the
resource rather than the other way around. While the budget should not

determine needs, it a1most inev1tab1yf1nf1uences the decision of wh1ch needs

are to be met. Budget déve1opment requires the best possible information

available; otherwise, actual expenditures might exceed estimated costs,
causing embarrassing and demoralizing cancellation of planned inservice.

To assist with ngggt_desigﬁ~and~devéTopment, a sampie Inservice Budget

”~SHééE and an Illustration of & Budget for A Complex Uhit of Training are

v

vice goals and obJect1ves are met and why or why not. Planners should keep
these questions in mind as they design an evaluation plan:

< (1) Nh} evaluate? «
(2) Who is the evaluation for? | e
(3) How will it be done? ’
(4) Who will do what?

Eva1uatidn designs are closely linked to the goals and objectives of a pro-

s
3

ject. When goals are clearly stated and specific objectives ou§1ined,in
ways that can be observed, the task of evaluation is well begun. Ongoing
evaluation requires time and money as well as\a strong commitment to plan
proper1y and extensively in order to help improve IE programs. jP1ea§e see

the Evaluation component, pp. 64-53; for more on planning evaluation.)
"‘7(3 . T
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— Part of what needs to be done to assure an effective inservice program

" amounts to good commun1cat|on and public relations within the school and

{ district, as well as between the school and district and their const1tuen¢ies.
Inservice Leaders—dare not iemain isolated from others of the school staff
district staff or from students, parents, and advisory groups. The centra]

— tasks are two-way shar1ng of information and fac111tat1on of cooperation .and
supdort. Planning here 1nc1udes answering the questions of why (obJect1ves),
how, \what, when, and who will get it done.

' : A
2. Pregaration
\

h p]ann1ng committee may, probably with membersh1p adjustments, serve

-

' as the preparat1on comm1ttee Or the p]anning committee may appoint and
ma1nta1n‘superv1s1on over a preparation task force. In any case, the prepa-
ration cqmm1ttee/task force should, like the planning comm1ttee, be (1)
co]]aborat1ve]y broad-based; (2) thorough]y familiar with the community, the
desegregatjon plan, and the theory and practice of effective desegregation;
aqg;(3§ committed to integration and mufticu]tura] education.

Q

i
Participant identification, selection, and notification in the prepara-

tion stage dre predieated on the p]anhiﬁg stage's audience targeting. A
l' wide array of ways to identify personne1 include job role and school grade
% 1evei or content area. Notification of IE can be made via a workshop agenda,
,?f school memorandum, posters, newsbaper,land persona] contact. Ail available /

-7 methods for good ‘communication and pub]1c relations should be used SBecfa] ,
f{ efforts may need to be,made to reach out to parents and community members,

/ .especially if they are to be attending for the first time. Personal contacts

from planning team members,.such as by telephone, may be even more important

-Go
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to parents and community representatives than to school personnel. This can
be carried a step further in communicating éppropriate1y with non-English
speaking participants.

If there is any need to refine or fill gaps in the needs assessment - /’

from the planning stage, this can be done as training pfe-assessment earTy/

in the preparation stage. It is “important to know how many participants
there will be, their past IE experiences; job reshonsiBi]ities, strenéfhs
and weaknesses, and needs in skills, Pttitudes, and knowledge. This %n%or-
mation is essential to the preparation of appropriate content, methodology,
and activities for the implementation stage bf inservice.

The selection of faecilitators aﬁd consultants is frequently sensitive

and sometimes controversial. A col §Q$rative process tends to defuse po-

tential controversy and can promote the 1ikelihood of quality selections.

Ideally, all of the experfise and experience essential to effective training

will reside in the commjiteef’"Thﬁs is'frequent1y not the case, howéver,

. e

with inserviq; for desegregation or any other innovation. Consultant ser-

vices from outside.the school and district may need to Pe obtained. Before

contracting for a consultant, however, care should b /Eaken to maKe ma X imum

dse of school, district, and readily available volunteer community resources.
A needs assessment designed to identify desegregation-related strengths as
Qe]] as weaknesses, should help locate in-hou;e resources. And the planning
team's effective interpreta£ion'of needs déta should be spelled out in such
terms that it is poss{b1e to write a "job description" and. objectives for
any necessafy consultants.

Potential consultants. may be identified and located through several

agencies. These include regioral Race Desegregation Assistance Centers,
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state education agencies (particularly those with Title IV projects), h%gher

education agencies, professional educators' organizations, and school dis-

. tricts which are significantly advanced in the desegregation/integration

‘process. Some school districts have taken advantage of a Title IV grant

to employ a sort of full time "resident consultant" with qua]ifications to
help the district meet its desegregatiodLre1ated objectives. And preparation
teams should look at the credentials of ,potential éonsu]tg in muchgthe'same ‘
way as a district would examine those of a potential employee. An ideal
consultant would have expertise not only in desegregation/integration theo&f
and a variety of successful experiences related to the desegregation negds

at hand, but would be an éffective teacher and not upstage local 1E team
members and presenters. If consultants are used, it will be helpfui to

bring ;hem in during preparation to brief them, have the advantage of their

input, and arrange for equipment and other items required for their presenta-

_tions. (See example.Consultant Services Check List and Consultant Datg

Sheet (Appendices D and E.). During this preparation, consulfant activities
can be coordinated with thcse of other consultants and local presenters.
In addition to arranging for and briefing the consultant, local coordi-

v

nators prepare for appropriate facilities, sites, materials, evaluation forms

and activities, audio-visual equipment and necessary personnel to opérate

.

it, publicity, notification, and facilitators for group discussions and

L

reports. In most larger districts there are personnel whose routine duties
include these activifies. In some schools the principal and her/his staff
make such arrangemehts. Sometimes/these support activities may be performéd
by one staff mengr'who would be compensated in time or with an honorarium.
It is important that local resource people be given as much responéjbi}-
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. tion between team members of differing races, sexes, and job roles.

I
ity as possib]e, going beyond the traditional and narrow base of using a

select few to serve as facilitators. This.is especially desirab]e'whéﬂ
viewing the IE process as collaborative and desegregation/integration as
innovative. The under]yihg principle is go include those persons most .i
affected by IE who can share ideas and expertise to improve education.

This iﬂElEﬂ?S teachers, administrators, aJT other staff, parents, and com-
munity members.

The literature suggests that no single catégory of trainer is equally
successful with all kinds of training. A cadre of trainers with different
but complementary styles proyides participants with multiple modeling pos-
sibilities. Secondarf to the immediate training objectives, a district
and -school shou1q’6é§e16p its own team of trainers for desegregation inser-
vice. Indeed, some dis;ricts appro§ch their primary needs byifirst securing
training for such teams who in turn train other district personnel on a
priority basis. Frequently these teams are building-based, composed of a
principal, teacher, counselor, parent, and perhaps a mid-level si%ff membar
between the building an. the district. This approach offers several advan-
tages, including that of quickly becoming independent of outside consu]tanf%,
using theystrengths of the co]]aborgtive concept, and allowing the possi-

bility of modeling both a variety of training styles 2nd collegial coopera-

Many districts do not, however, begin preparation for desegregafion
with sufficient lead time to train trainers before providing aé;éaregation-
related inservice for the general school staff.’ But even in these cases,
training of trainers should be going on at the same time as inse;vice for " ~

the general school staff. Prospective trainers can then work closely




w1th consultants ahd rece1ve instruction from them in rea] on-the-jot

ltra1n1ng Given enough }ead time, key personnel may be\tra1ned through

\ I
appropr1ate T1t1e IV tra1n1ng institutes, conferénces, h1gher education

!

courses, or a comb1nat1on of these inservice moaes Most schoo] personne]

however, w111 most 1ikely be tva1ned in school- or district- based work-
shops. These have the adVantages--when proper]y planned, prepared, and
implemented--of focusing on district/schdol needs while providing some’

variety of activities to meet individual needs.

The grouping of participants for and within workshops depépds upon a

4

number of factors, including:
N ~N
- objectives

. - topic \

i - participants Jjob role, grade 1e¢e] of teach1ng,
personality, soph1st1cau1on, inservice experience, |
knowledge of the topic :

- activities

- size of total group

- time available

- style of presenter :

- availability of facilities and facilitators _ \

Combining a variety of types of activities (e.g., lecturette, discussion,

o}

‘feedback, and/performance/participation) provides change of pace and helps

~ maintain interest. Some of these activitjes may best be conducted‘in

sub -groups, e.g., role play, discussion groups, brain-storming, and simu-
Tation games. It should be helpful for these small groups to share the
results of their activity with the larger group.

There are advantages in varying membership of groups. ‘For problem-

solving, if it is a school-wide probiem, it is probably a gdod idea for

#

t
] personnel of each schaol to meet as a group’ to identify, define, an¢ discuss

the problem. Subsequently theré should also be advantages in discussing

the problem with personnel from other schools, especially if they are, or
\ f '
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have been, grappling with the same problem. Some problems pertain to com-
munications or relations between groups in a school or district.” Such
problems frequently invelve different racial groups and job-role or fatégory
"groups such as teachers and administrators or parents and teachers/;dminis-
trators. 1In such cases, even though cast in a workshop format, crisis pre--
ventions and/or resolution techniques may be appropriate. Facilitators may
meet wfth one group and then the other (or:others, %f more than two grbups
are involved) to help them identify and define the specific issues of the
problem(s) before bringing the groups together to try to resolve it. Often
the problems stem from faulty communication and simpfe misunderstandings,
but the facilitators invo]ped,need‘communication and crisis prevention/
resolution skills lest fhe problem be made worse.

Effective desegregation/integration requires cooperation not only with-
in the school but among the school, home, and community. Frequently there
are communigation barriers present which obstruct cooperation, even within
the schooi. It is not unusual for those involved to have difficulty identi-
fying, much less solving, the problem, especially if it is a long-standing
one. A skilled outside consultant may render important service in helping
bridge these gaps. In schools and districts where there is no tradition of
serious and frank intergroup communication, the problem may not come to
1ight until a larger task is confronted, such as implementing desegregation.
Even though lack of communication and cooperation may have had negative
effects on school atmothEre and quality of education, the "sand in the
gears" did not'get attention until the "machine was under'stpess." If
teachers, administf?tors: and parents and ofher community representatives

are grouped together “cold" and/or without a skilled facilitator, partici-

]
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pants are not likely to be réceptive to information or training or to dis-
cuss sensitive issues of desegregation. Initial sub-grouping by categories

may be helpful in breaking barriers and building bridges for intergroup

e vo———

T

communication, not only during IE but for day-to-day cooperation.
The availability of multicultural and ofﬁ;r desegregation-related

materials has increased significantly over the past decade and a half.

fhese include simulation games ané other activities as well as the gamﬁt
of types of audio-visual educational products that school personnel can use
in their own training. Helpful information about these materials is available
from such resources as bibliographies (e.g., the useful annotated bibliographic
serijes by Jones, et al., 1974-1977) and the National Education Association
tol1-free hotline which provides desrriptions of products foxr IE. Unfor-
tunately, many materials containing race, sex, and other biases still exist
and are’being produced. But even these, in the hands of & sensitive and
skilled facilitator, can be effective training tools. Many commercial pro-
ducts are designed to "stand alone," but most require adaptation to local
needs and conditions by the preparation team, consultant, or other~presenters.
Prospective materials must be reviewed to determine whether they match
program objectives and fit cohesively into the IE program. Some mechanics

of the review process have been listed by Luke (1980): ‘

1. Preview all products, especially films, filmstrips,
audiotapes, and videotapes. In these materials the
message remains locked up and out of sight until matched
with the proper equipment for releasing it.

2. Review enough materials to obtain a good idea of the overall
product (not necessarily every component). ‘

3. Check to make certain all the components are prcsent. If
they are not, contact the distributor immediately.

o
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4. Carefully list all resource materials that accompany the
products, and those that may be additionally required
(either material or human, such as the group Teader or
facilitator).

A11 of the preparatioﬁ team need not be involved in materials selection.

The processes of revigw, selection, and adaptation of materials are lengthy,
and it is difficult to estimate-the amount of time necessary. But, to
avoid a mismatch of materials and Bbjectives, considerable time for selec-
tion should be arranged.

The larger time-frame decisions will probably have been made in the
planning phase, but much preparation for workshop sessions is necessary in
order to ensure the most effective use of{time. (See Workshop Planning
and Preparation Form, Appendix A.) Use of a check list for materials and

equipment required for each workshop session can avoid waste of time and

contribute to effective IE activitiés. (See Appendix F, Check List of Work-

. shop Materials,and Equipment, for example.) Other time preparations include

arranging for early dismissal or substitute teachers if the inservice is to
be conducted during ordinary instruction time.

Funding arrangements must also be mad% for substitute teacher salaries

and any staff time (including clerical assistgnce) for which payment is
necessary. Adequate preparation will necessarily involve purchase of sup-
piﬁps and materia]s? contracting for services (consultant, computer, print-
ing, etc.), and any renté] of equipment. (See sample budgets, Appendices

B and C.)

¥

Physical facilities shou]é afford (1) a comfortable, roomy, well-Tighted

setting, with flexible seating and (2) accommodations for all planned large

and small group activities and full use of necessary equipment and materials.




Audio-visual equipment and materials should be tried out in the prospective

rooms to make sure they have enough space, good acoustics and lighting, .~ —

and necessary electrical outlets, and if not projection screens, chalk

boards, etc., a suitable place for ﬁgrtable ones.

Publicity ipc]udes communication of information to the targeted audi-
ence as well as ﬁress releases to news media.“BotH should be designed to
build interest in the program. For the school aiétrict without full-time
communications specialist, or journalism or éng?ish teacher or some other
staff member with skills in writing press releases and newsletters and in
dealing with meéia, perhaps a skilled community volunteer can be found.

Or it may be worthwhile for the district to see to it that an appropriate
étaff member receives training in communications. Such skills are impor-
tant to the sghoo]s not just in reqard to IE or desegregation, ?ut for good
community relations as well.

One of the many advantages of a continuing IE program is that follow-
up activities can be built into subsequent sessions in order to provide
support and answer questions of participants as they implement new content -
and practice new skills. This should be done on an informal or semi-formal
basis as well, as program/project staff solicit feedback and other input

- from participgnts between workshops. Preparation‘should be made for
monitoring and ample opportunity for. feedback in and out of formal sessions.
One promising formal system of monitoring progress is the Concerns Based
Adoption Model (CBAM) by Hall, Loucks, et al. (1977, 1978), with their.
Levels of Concern and Levels of Usage interviews. It has been demonstrated

in Rand studies (McLaughlir and Marsh, 1978) that effective support acti-

vities have-strong, direct, and positive effects on program outcomes.




Before any IE activities are begun, the evaiuation desjgn should be

completed, instruments printed, and participants pre-tested. Preparation

should also be made for gathering, interpreting, and utilizing evaluation

4

data as the program progresses.

¢

3. Implementation/Delivery

Tﬁ; implementation cgmponent of the WIEDS Inservice Education Process
Model deals with the aétua] presehtation of the workshops. In general,' the
workshop activities meet IE objectives by (1) crgafing or increasing aware-
ness that innovation is needéd and that something can be done to improve
education in their school and d¥strict, (2) increasing kﬁoﬁ]edge of what
can be doné, and (3) developing or ihcreasing skills necessary to éo its

The traditional, relatively low-cost practice of providing common IE

experiences to an audience of only teachers leaves much to be desired. To W

&

improve IE in desegregated schools, total staffs as well as parents and com-
munity representatives must be involved. This presents the prdb]ems of (1)\
individualizing the activities so that a diversity of roles, experiences,
needs, and concerns are dealt with and (2) doing this with 1imited‘time and
funds. As Hall and Loucks (Septembér, 1978) have suggested, using small
homogeneous groups, designing options within an IE session, and providing
schoo]-baseq prqgrams have potential for solving Fhese problems.

Many of the concerhs about strategy for effective imp]ementatioﬁ}wi11
have been dealt Qith during pianning and preparation. During implementation

there will 1ikely be adjustment$ of strategy in approaches, timing, activi-

ties, and grouping. These adjustments depgnd upon monitoring, ongoing

evaluation, and the program staff's keéping "a finger on the pulse" of the

IE activities and processes. An inservice program for an innovation such as
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desegregation musE be dynamic and adaptable to changing situations and
priorities. This frequently puts heavy demands upon program staff and
'consu1tants. Expefienced consuttants-will éﬁow this, and project staff
should be, prepared for jt. The flexibility ahd work required by effective
IE calls for commitment beyond mere involVement. |

Follow-up activities should be discussed during implementation, either

near the end of the workshop or program or wherever the subject naturally
arises during the activities. More than just routine scheduling of subse-
quent workshops, follow-up should provide whatever formal or informal and
group or individual activities necessary to apply an innovation. Such
follow-up is necessary whether the innovation is curriculum content, a
process (e. g., mu]t1cu1tura1 education), or a network of processes such as
those to promote integration (e.g., multicultural education, improved race
re]afions, and parental involvement). These follow-up activities are
essential for adpption of the innovation and will freﬁuent]y be most effec-
tive if begun during implementation and continued as a part of the applica-
tion component. In follow-up, as in ai] implementation, specific actions;

,staff responsibi1ities,'and times should be identified.

4, App]ication/Adoptioq
.Imp]ementation is a culminatioh of sorts of a great aea] of planning
and preparatioF, but it is just'Qhe beginning of application, sometimes
called adoption.. Application, the stage when the innovation is put into
use to benefit studenps and staff, is a key part of the "pay-off" from the
investment of planning, prepara£{on, and resources. Even though the inno-

“vation might well show promise® of promoting optimum student development
1%} .
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and .achievement, téachers and other staff might ‘have difficulty in aqopting
it, : o
In examining issues involved in the difficulty of applying an innova-
tion, several researchers have analyzed the application process. For
example, Hall and Loucks. (Summer, 1977) éxamined a cycle of seven levels
of use (LoU) beyond "non-use" of the innovation. This is shown 4n Figure
4, following. ‘ . T
) LEVELS OF USE OF THE INNOVATION
,r——-—.__._.// . -
( : Levels of Use Definition of Use
i 0  Nonuse State in which the user has little or no knowledge

Devision Point A

1 Qrientation

Detision Point B

11 Preparation

6ctisipu Point C
"

11 Methanical Use

a

Decision Point D-|
, IVA Rautine .

M

e .

- Dediston Pling D-2

" temnpt to master the tasks required to use the

of the innovation, no involveinent with the in-
novation, and is doing nothing toward becoming

involved. "
Takes action to learn more detailed information .
about the innovation, . ;

State in which the user has recently acquired or
is acquiring information about the innavation
and/or has recently explored or is exploring its
value orientation and its demands upon user and
user system, .

Makes a decision to use the innovation by estab-
lishing a titne to begin,

*State in which the user is préparing for first use

of the innovation.

Changes, if any, and use are dominated by user
needs.

State in which theusgr focuses inost efforton the
short-terin, day-to-day use of the innovation ‘'with

litde time for reflection. Changes in useare .
made more to mectuser nekds than client needs.  *
The user is primarily engaged in a stepwise at-

innovation, often resulting in disjointed and
superficial use. )

. . . a8 R
A routine patternaf use is established.

Use of the innovation is stabilized. Few, if any,
changes are being mnade in ongoing use, Liule
preparation or thought is being given to im-
proving innovation use or its consequences. .

Changes us2 of the innovation based on formal
ar informal eviluation in order to increase
chient outcones.,

Fiqure 4 --{continued next page) .
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| ‘ Levels of Use Definition of Use N
LS 1)
vl Relinment State in which the user varies the.use of the "
' innovation to increase the impact on clients
within the immediate sphere of influence. ) .
‘ " Variations are based on knowledge of both

short- and long-term consequences for dients.

Detision Point Initiates changes in use of ignovation based
on input of and in coordintion with what
colleagues are doing. \

f V  Integration State in which the user is combining own .
. efforts to use the innovation with related - :
activitics of collcagues to achieve a collective
. . , impact on clients within their common sphere

- : of influence.
[ [}

Decision Point F Begins exploring alternatives to or major
modilications of the innovation presently in
s
use. N .

V1 Rencwal - Stte in which the user reevaluates the quality
of use of the innovation, sceks major modifi-
cations of or alternatives to presentiinnovition )
to achieve increased impact on clients, o
examines new developments in the ficld, and - .
explores new goals for sclf and the system.

Figure 4

|-

s; With LoU, the reséarcher§ are interested not only in evaluation and . \\\
interpreygtion issues, the extent to w?ich an innovation is actually in

use and how it is being usea; but also staff concefns which impede appf}-

cation of an.innovation. With each level of use,‘there is a “deci§ion

point" at which the potential q}er's concerns may dictate an end to the

‘ process.  From this and later studies, Ha]]kand Loucks deve]opéd their

Concerns Based Adoption Model: (CBAM) with LoU and Stages of Concern (SoC)

|

instruments which assist in assessing extent of use and diagnosing group

—
A

: and individual needs.during the adoptioh process.
Although their study was éonfined to teachers' chncerns, Hall and

Loucks' findings are consistent with those of the WIEDS study, especia]]y‘

[

those reflected in the ‘WIEDS Guidelines. This is evident in the following

X an
(W
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"“awareness of a neg& to change and demonstrate how change is possible ("Yes,

b ' 4 sy

summary of key principles suggested by Hall and Loucks' research (September,

1978): )

L]

i
(1) It is all right to have parsonal ¢oncerns.. Personal concerns
are a very real -part of the process.

(2) Pressure to attend to the teachers' concerns as well as to
. the innovation's technology. .

(3) Within any group there is & variety df &oncerns. As with any .
group, a group of teachers are seldom at the same place at the o

same time. . . . > .

(3) Teachers' concerns may not be the same as those'of the staff

developers. Staff developers probably hold their positions r,xf/’i”;”’/”—
because they have school concerns. Early resolution of teache .
concerns will help them develop school concerns. a )

(5) Do not expect change to be accomplished overnight. Because
change is a process entailing developmental growth and learning,’
it will take time. One-shot workshops will not implement a -
program;’long-term follow-up is necessary. r -

v

Even though IE activities in the implementation stagé may produce an

something can be done!"), there may be concerns among the teachers and staff.
which jmpede app]icatioﬁ. ?hree sghrées 6?";E§i§tancé m&y be present in
any school, but)perhaps espééi;Lly in a newly desegregated district. These
include: (1) a vestéd interest in the status quo, (2) a concern that the
costs of innovation hay outweigh’the advantages, and (3) the risk of failure
among a étaff which understakes to 5mprov§ student achievement.

Interests in maintaining the‘§§g§g§_ggg as to s;pgration of races andég

Ve H
negative stereotypes of minority students, parents, staff, and others can

weigh heavily agéﬁnst“smooth_énd effecfive desegregatidﬁ?integratibn and

¢ -

improvement of educatﬁpn. Examples of all three forms of resistance were {
. c ' /
encountered in the Brookovér, et al, studies in desegregated Mrban schools

(1978 and 1979). Current practicg; or norms are likely to represent a vested

o
< ¢ '

. 1 . - ' :
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LT ./fnterest on the part of a school's informal leaders. These leaders' norms
as to "proper behavior" may lead to or perpetuate tracking and other devices
for homogenous group1ng to segregate m1nor1ty and/or lower socio-economic

’3) groups within a school or c]assroom N1despread acceptance of integration,

however, causes these infgrma1?1eaders to change va]ues or lose their roles

as ]eaffrs/,,,,,//////<f .

Even staff members without a vested 1nterest in the status quo may

fee1 its effects in terms of perce1ved high costs of 1nnovat1on compared to

anticipated rewards. This second form of resistance tQ,Jnnovat1on is re-

o

flected in staff members who have comgerns,abbﬂt being perceived as "trying

e

-~

achievament in their c]assrooms and schools while their peers do not may
feel pressure from the1r colleagues who believe that they suffer from the

comparison. This k1nd of powerful peer pressure evidently operates fre-t

' quently at the staff as well as the student level. T
\ - - /

‘o . There are potential"remedies for this and<the third source of resis-

tance. A staff that has experienced failure in (trying td'raise student

achievement may have arrived at ‘a rationalizatfon that the situation is
hope]ess beeause of a Var1ety of factors“- Frequ nt]y these staff members
relate a 11st of reasons why nothing can be done tg raise student achieve-
ment. These reascns genera]]y blame the students, pgRents, and the ”system
This is got to say that there are not impediments over yh1ch a teacher,,

7}’ principal, super1ntendent or other staff member may have 1ittle or no in-
l fluence. It is to say that humans semet1mes rat1ona]1zc to protect them-

¢

selves and- that this evidently 1nc]udes schoo]/d1str1ct staff members who A

do not want to take personal responsibility ‘for low achievement (Brookover,

. < -
* @ - .
9 ‘ -
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1978 and 1979). Many staffs have tried methods which have worked with some

-

students (pethaps only a relative few with fore motivation) and failed with
v \ .
other. students If the staff tries again, they risk failure again. Innova-

4+ - " tion is more 1ikely to occur if there are reductions in the staff S per—
| ‘ }

cept1ons of the costs of (1) giving up the ,security and comfort of ration-

a11zaf1ons for failure and (2) suffering from peer prESsure for not. fa1]1ng '

+ -

while colleagues do.,
! " .
‘To help reduce khese concerns, inservice implementation must make

school staffs @ware 'of what many once low-achieving schools have done to = - .

[

raise aghievementdsignificantly. This reinforces the concept that something .

can'be done. But as Joyce and Showers (1980) have found, awareness and éven

acqu1s1t1on of concepts on\oqgan1zed know]edge are 51mp1y not sufficient.
~In over 200 stud1es analyzed by Joyce and Showers, there is remarkable con-

sistency in f1nd1ngs--that staff members learn knowledge and concepts and

can generally demonstrate new skills and strategies if provided opportuni- . i

ties for modeling, Lractice, feedback and coaching. It appears that if any

of the onportunitie% (modeling, practice, feedbaék\ coacning) are omitted, ‘ {
i S
the .impact of the training will be weakened in that‘fewer peop]e will pro- ;

»

gfess to the application/adoption ;evel; tne only level that has significant

. 3 '\ / l | ' |
» * ---—meaning for school {improvement. ~/ oo ' -/

The Rand ChangI Agent Study (Berman and McLaugh]in: 1977) indicates’ ?:/-

that IE support actfivities improve program implementation, promote student [
. . /

ga1ns, and enhance | gge continuation of program methods and materials. ! For

example, classroom coach1ng from resource personnel can ‘provide feedback

[ tions—--




- an IE staff, but this section will concentrat?yon the questions of "How

of the evaluation consists of asking the&rigﬁf questions. A needs assess-

In essence, WIEDS and other research findings emphasize the importance
of follow-up assessrient and support activities for the adoption of innova-
tive awareness, know]edge,‘éﬁd skills, and that these follow-u; activities

are directly relevant in determining the effects of inservice experiences

\ -

on job performance and student achievement. |
\ ’ - < '0‘

. 5. Evaluation !

| , - . .
As usadgin this model, evaluation is the systematic process of identi-

¥y . . . .

fying sourcéﬁ of, and collecting, analyzing, and using information about,
.% .

insarvice education. -Why evaluate inservice education anyway? There are

general, valid reason§, including grant requirements and accountability of

well has the trainfﬁg worked?" and "How can weé improve it pext time?" Much
ment, for example, begins by asking: "What are our needs?" "Which are

most j@portant?? and "How can we find out?" Figure 5 contains a model and
definitions exp]%ining evaluation elements with related questions and their

[ -

relationship to each other.

oar
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EVALUATION MOOEL ANO DEFINITIONS

Needs Assessment is the process of determining what
things are needed to serve a worthy purpose. It
jdentities information requisite and useful for
serving that purpose; assesses the extent that the

- {dentified needs are met or unmet; rates the impor-
tance of these needs; and aids in applying the
findings to formulate goals and obgectives, choose
procedures, and assess progress.

Evaluation Planning decides on and sets forth steps
of the process which decides what information is
required; how, when, from whom the information will
be secured; and how the data will be analyzed and
reported.

Process Evaluation (aiso called implementation or
monitoring evaluation) attempts to answer the
questions: "What activities/events *(planned or
unplanned) occurred during the program that could
have an impact on the intended outcomes?"(2)

¢ and “Did the activities go as planned?”

Progress Evaluation attéﬁpts to answer the questions:

"How well and to what ‘extent are the IE program's
elements meeting their objectives?”

—

Product Evaluation (sometimes called outcome, impact,

goal attainment evaluation) is an attempt to answer
the question: "What were the outcomes (intended or
unintended) that £an be attributed to the program’s
activities/events?"(2)

el

Figure §

whnseA

-NEEDS
ASSESSMENT ]
4
EVALUATION
PLANNING -
I
PROCESS PROGRESS
EVALUATION EVALUATION
1/'\. ]
PROOUCT
EVALUATION
s
*»

Model adapted from a U. S. Office of Education Evaluation Workshop {April 1974).

(1) Oefinition adapted from Stufflebeam (1977).

(2) Definitions adapted from Evaluation Training Conso

s

tium Workshop (March 1980).

Formative evaluat®on is continual throughout the IE program. Summative

evaluation occurs at the end of an inservice activity, and describes its

immediate results. Summative evaluation answers such questions as: What

was the impact?  How extensive was it?

.

in the same way?

z

Should we do the same thing again

. * ) .
R.Needs assessing has already been discussed in the planning component.
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Further evaluation planning begins with'questionS'based on information

from the neéds‘aSSessment and procedes step-by-step with additional ques-

* tions as shown in the Evaldation Plan Outline (Figure 6).

>

v

EVALUATION PLAN OUTLINE .
AFTER NEEDS ASSESSMENT -

o

¢

*

—QUESTION

ACTION .

What are the most ir’hportant needs?

H

Setting of objectives based on
goals and priorities -

3

What information is.needed to determine
whether objectives are met (product evaiua-

Determining information requirements

tion} or being met (progress evaluation) \ -
and how efficiently (process ‘evaluation)? . "
3 | Where and/or from whom can this information Identifying information sources
be secured?
4 |How and/or with what can we ‘gather the . ‘ , Designing and/or selecting instru-
infoxmation and measure effects? ments s

; .
5 | When will the information be gathered, Scheduling tjme frame -

processed, analyzed, and- reported?

)

6 |4hat does the data mean? Processing }nd analyzing data

7 | Who needs to know? ) : -t Reporting results and findings

z
-~ .
~r
4

Figure 6

Several of the evaluation qdéstions anq steps ré]ate to meastfrement ~
procedures, e.g.y whatﬂis to be done, who is to do ft, and when apd how
it will be done. Three general areas of criteria for quality measurement
procedures--(1) practicality, (2) ethics, and (3) credibility--and their
etements are briefly considered in Figure 7 showing Measurement Procedures

Y
Rl SN

Criteria. .
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MEASURENENT PROCEQURES CRITERIA

‘ 1. PRACTICALITY
m ,
Hov‘i. mc;‘ time will be required to carry out the measurement procedure?
4111 instruments need” 20 be developed? . v
4im séaff need to be recruited and/or trained?
How much time will be required to collect, aggregate. code, analyze, ind store the data?
How much will it cost to develop the instrument?

How much will it cost to train staff ind gdminister the fnstrument? s . .

L

%hat scoring mechanism will be used? Hand or machine? . .

Personnel and Poiftics

wha will {mplement the measuresent procedure? Will it finconvenience them to do so?
who will be responsible for developing the fnstrument?

Are there individuals or grouds that miqn'.'bc opposed to this procedure?

what possible positive or negative effects ullrthe meesurement procedure have on the “
respondents? tne program? the staff? .
[1. ETHICS -

Hanan Mght: ~ 0 ~ N
Coes tfz. meesurement procedurs violate lny,pcrson?al rignts of privacy, equal protection, etc.? > v - ’ . . )
Ltgalftz 3
Ooes he measurement proctcure violate any law or regulation?
Confidentialfity/ fg‘:g_gritz )
Will the information collected Dy the measurement procedure be kept is confidenttal ans I3 ~ N
anonymous as necessary to protect human rights? . -

- [11. CREDIBILITY
falidity ’
Is what tha procedure will medsure logically related to the dimensions and evaluation -
Gmsxtms being addressed by that measurement procedure?
Is there reason to believe that differences nnecéed by the data collected will reflect .
real differences in the dwareness, knowledge, or skills adout which information is sougnt?
Realidiliey i’
How accurate ;s the Measurement? ) i .
Will 2he procedure be adversely affected by any gecul {ar characteristics of a particular
messurement setting? . .
Can the measuremont procedure be implemencted consistently from nstance to instance?
Can nsnnmés make required judgrents or categorizations accurately?
Obioétlvltx ' > - ¢ )
Will respondents sake required judgeents or cateydrizations honestly?
Will respongents perceive a premium for responding in a particular way? '
Reactivity :
4111 the messuring inscrument ’teach’ certain responses? .
Will observers or recorders idversely affect wnat is to be measured?
i1l particular demands of the measurement an;cedure adversely affect the object of measurerent?. L R
s :
0o respondents ‘self-select'? h

%11 samoles be representative?

P
'Jnlznu data finally avaflable for analysis be representative of only one grauo oc saint of
view
- <

Figure 7 ) R

Adaoted ‘rom Evaluation Tratning Consortius {Mircn 1380,

33
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Evaluation instruments may be secured through commercial sources or .

:déveloped;locally by school or district persoﬁne], perhaps” with assistance

%

from a consultant. There are advantages and disadvantaées with instruments ' '
from either source. Standardized commercial tests are usually simple to

. - ?‘. » -
» score and interpret and usually have reliability and validity information

measured. Locally preg@red instruments may be designed to meet the méasure- ™~

v
v

|
\
|
|
i readily available, but they may not measure exactly what needs to be
ment need at hand but can be difficult to validate.
As with other components of IE, resources for evaluation are usually
limited, so a variety of measurement, procedures should be considered. Some
. procedures which do Rbt require sophisticated or expensive instruqentation
may serve the purpose, or at-least, somg of the purposes.* In addition to
quantitﬁtive methods, measurement procedures should also include qua]itati?e
i . ° < B
may secure unanticipated but important data. Figure 8, "Examples of Measurgp '

ment Pr'ocedur'es,;l includes examples of methods of how they work to help ' -,

secure various types of information.

«

*Further information on instrumentation and data sources, as well as other

aspects of evaluation, can be found in S. Anderson, et al., Encyclopedia of
Educational Evaluation (San Francisco: dJossey-Bass, Inc., 1975); and Daniel
L. Stuffiebeam, et al., Educational Evaluation and’Decision Making (Itasca,

I11.: F. E. Peacock, Inc., 1971). The Evaluation Training Consortium's .
Instrument Catalog (Kalamdzoo: Western Michigan University, 1980), may also
be useful. - - ‘ *
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~ _ EXAMPLES OF 'MEASUREMENT PROCEDURES - R -
L3 N - . v [ » A3
TYPE OF INFORMA- j KINv OF - -
TION REQUIRED | MEASUREMENT PROCEDURE oo HOW 1T WORKS ’
. - - - k ?
P 1. Observe and record behay~ Observer records the behaviors of person(s)
. iors of others (Qualitativa) | ina particular 'setting or time interval;
- behaviors are categorized or counted.
; - Setting may be "natural” or simulated.
- ) -, 0 Judgments of quality are not mada.
a - . Fxamoles: . ‘
e : . - 85$erve trainees guring. inservice in simulations, exercises, etc.
- Trainers observe each other in inservice~training. n
- Analyze videg-tape of teim problem-solving session. £
_ 2. Record own behaviors Respondent maintzins a record of events or, . -
’ Behaviors, (Qualitative) behaviors involving seif, indicating nature o
) q of and/or tjme spent in activities as they &
actions, or transpire. :
Examples: ' ’ ' ’
events ———p— 5 \
= trainees Xeep logs during training. {
- Trainees keep records of own performance fn conducting inservice. ’ '
- N [ o
3. Conduct a survey Respondént records or citegorizes eventsy—
' {Quantitative) circumstances, environmental varfables, etc., .
* ~ as they apply to self or others. Judgments =
are not made. .
) ‘Examoles? .
— Interview representatives of target audience of inservice traininggt . .
t before training. ‘
. . - Foliow-up questionnaire a iélstered to ifservice trainees after
inservice training. T
-~ Integyiew selected part‘lgjpan:q after training programs.
~ ‘Administer questionnairgs to-non-participants. N
- - Survey district personnel {Tsaghers, school board, and central-office
: o .staff¥. .
o ~ — - ]
4. Administer objective tests Respondent selects or generates responses to
(Quantitative) : given questions intended to assess knowledge,
| v understanding, cognitive variaples. Usually |
" se}f-administered. -~ \
-3 N
" . Examples:
’ ¢ - Knowledge tests adninistered to samples of district personnel.
- Objective test administered at end of inservice workshop (or pre-post).
-5, Collect self-ratings: Respondent records or categorizes own opin-
- What person(s) (Qualitative) ‘93 * + | jons, attitudes, values or judgments about :
| think, know , .« ° self. ! . A .
’ feel ) Examoles: .
| or ‘ee ‘ ~ Trainees rate their knowledge and skill acquisition during, and/or
‘ . right after inservice training. '
} " - Trainers rate own training sessions.
| - i 6. éonect ratings/judgments Respondent records or categorizes judgments
| . - about others about quality or characteristics of some
(Qualitative & Quantitative) | event or person. NOTE: - may be reflective
. or based on immediate observed experience,
" Exa_n_»%les:
“ = Participants rite the training during the training sessions.
- Trainers rate the performance of those attending the training.
- Evaluator rates effectiveness of trainers of inservice workshops.
- Trainees rate the effectiveness of inservice training immediately
after training. .
“ Fiqure 8 (continued next page)
: \)‘ ] » -
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EXAMPLES OF MEASUREMENT PROCEDURES (cont'd) \
. i

. . ,

TYPE OF INFORMA- ~—XING OF ° -
TI0ON REQUIRED MEASUREMENT PROCEDURE _ HOW 1T WORKS
7. Analyze products: Respondent analyzes some document or product
a. a wvork sample {n order to determ:ine the extent to which it
i b. a product derived from- | contains certain elements or meets certafn ” . -
% 4 simulation criteria. .
(Quantitative), n : . .
K ) - Examples:

- Anaiyze work samples produced by participants at inservice workshops.

', -Ynalyze inservice training design(s).

Usage reports, receipts, etc., are analyzed,

8. Analyze existing records or
counted, documented, or aggregated.

. Characteristics of archives (Quantitative)”

tangitle Examples: : )
‘ - Analyze attendance records of inservice training.

objects " - Analyze previous records of special service Staff meating.

L3
Respondent counts, measures, or categorizes
certain tangible objects and records results. -

a <
“ 9.- Produce an inventory
. (Quantitative)

Examples: “ . ©

- Maxe an inventory of materials used in inservice training programs.
- Jlnventory program materials degbsited in wastebaskets. . K

i~ . -

Figure 8

~ Adapted in Evaluation Training Consortium Horitshop (March 1980).

' Post-assessment information gathered through various procedures can ) .

. ﬂ be ‘used to measure prograﬁ eff;ctiveqesé,aqg plan future activities. qut-
asiessment data should be diagnostic as well as objective, to increase the
paﬁiicipants' benefits from the training they hav; received. Much of this
benefit depends on feedback tolthefparticipant.~ Two-way feedback is im-"
portant to IE. Responses from participants durihg delivery and application
ofxthe training'is;«of course, a prima?y source of evq]uation data. Feed-
back of evaluation findings to participants, though il is less often prac-
ticed, can be quiterjmportant for reinforcement pdrposes. Post-asseé;ment
measures which detect positive development of parficipants, even wheﬁ many

weaknesses are also shown, can also provide valuable reinforcement (Harris,

1980). . \ C : ;
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A variety of measurement procedures discussed above may be necessary )

. ' - T v
o to assess impact. Several methods will probably be necessary to determine

N the expected and uneibected outcomes of changes in: (1) individuals' aware- *
?’ness know]edge and skills; (2) curricula; (3) organizations, systems, and

1nst1tut1ons, and (4) adoption levels and usage.

"t
- L

It is frequently easjer to measure impact on staff, and even parents,

than upon students. In chi}d-changé IE.paradigms, participants use hew
*‘awareness, knowledge, and skills'in the schools and, as .a result, students’

achievement incregses. And if planning (especiaTly needs assess1ng) prep-

aration, 1mp]ementat1on/de]1very, and applicatigon/adoption have been effec-

’ tive, it appears that this is 11«e1y to happen. A problem arises, as
Brinkérhoff ha;}§a1d (April, 1981)) in trying to make "a valid inference
that a givén {ncrement of pupil change in performance is due to an increment”

. of inservice traiming...." Causes for this difficulty stem from the facts

Y that all "measures of pupil variables are more or 1es§}imperfect" and .theré

| are a myriad of interacting factdrs affecting teacher and student behavior

in the c]assroom Br1nkerhoff adds, hOWever, that analysis of inservice in

( reference to'a ch11d change paradigm "is a powerful tool fo; arr1v1ng at,

and judging, sound inservice design," i.e., staff increases awareness, !

knowledge, and skills; staff uses these foo]s; and child-change 6ccurs in
desired ways. N \

. Because of the many variables likely to be involved in IE training, &
systems model with a multivariate approach to determining relationships , -
between variables may be desirable. A basic schema for the Context, Input,
Process and Product (CIPP) Model, pioneered by Stufflebeam, et al. (1971),

is shown in Figure 9.
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BASIC SYSTEMS MODEL OF EVALUATION

’

INPUT \ t=*rpROCESS PRODUCT
VARIABLE , *| VARIABLE VARIABLE

Raem

QL’Rel_a‘tionsh‘po——- " b Rélatjonship —e—

—p~ Relationship -

Figure 9 \

<

Questions with the CIPP model are designed to determine whether the outcome.,
was greater for aessj when certain prodesses were in aBundant use, limited,
or lacking. Findings pfovide,a basis for increasing, maintaining, or elim-
ipating the‘se1ected process. .
Ié p;ogram~eva1uagion is-in ‘its infancy, ‘but there are méﬁy tools
available which can be adopted and'adapted by Tocal practitioners while
they develop their own approaches. Whatever approaches are used, "they
should be rigorous, objective, systematic, and open-ended" (Harris, 1980).
Formats, content, and timing of evé]uation @eports depend_ggpgra]]y
upon their audiénce and purposes. An oral report may_bé more aﬁhnoprigfe
& for a consultant or observer to present to project staff for inmediate
_ feedback. This can produce usefu]Jexchanges of views which may }ead to added
dimensions for findings, conclusions, and recommendation which can be pré-
sented more formally in the wriﬁten report. |
A written report might contéin the following elements: ,

>

I. Executive Summary .
Stressing the objectives, prob]e@s, findings, and |

{(May be separate from the report itself, or
take the place of the Abstract)
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II. Abstract #
One-page digest of the report

ITI. Introduction =
Purpose of *the teport
_ Scope and limitations

v, Description of the program eva]uatéd~

V. Statement of objectives and/or questions addressed by
the evaluation

-

VI. Description of eva]hation designﬂ‘gFocedures, methods,

and instruments )
' o, .

VII. Discussion of finding§

VIII. Conclusions
Sufficient data base for support

IX. . -Recommendations
Based on findings and conclusions
« X Append1ces -
May include instruments and charts and tables of

Y technical data. . v v .

The introductory "purposg of the report" should explain the reasons .
for evaluating IE. "Hidden agendasf shoutd be avoided; the evaluation is
to p;ovidé information abpuf the effectivehess‘of the program, not the
participants (Griffin; 1978). The amount of detail debends upon the
audienﬁe. Some audiences may .be interested in some portions of the report,

L]

others in another. An appropriately detailed table of contents should‘be

¢ o

1nc]uded to assist the reader in 1ocat1ng port1ons of particular interest.

hssentlally the same informatiopmay be reported to different audiences
' N

at different levels of specificity and Tevel of technical language. Cer-
tainiy, a report must be readable and understandable by its audiences, e.g.,

funding agency, school board, administrators, teachers, other staff, parents,

<

and the community at large. Further, a press release about the IE program

A

~e



and its outcomes should be sent to, local news media. At 1ea§t as much
information as goes to the media should be included in the newslettefrs or
~ Led N

"special bulletins" to parénts and intefested community organizations,
especia]iy those Qhose support for and invo]vemgnt'in desegregation is

most imporfaﬁt.

* D. CONCLUSIQN.
The outcomes of desegregation can be the same as the goa]é'of inservice
education in terms of broadening people's understanding, facilitating peqf

sonal growth, and providing more effective'education. But for the potential
\ 1]

of desegregation to be realized, inservice training is necessary.
=, }

ki

1 -

™ . . @ . !
Inservice education cannot $olve all desegregation-related problems

any moéé than it can solve all other education-related problems. But effec-

’

tive inservice programs for school personnel, parents, and community repre-
sentatives is essential to help: (1) prevent negative school experiénces

which reinforce stereotypes and prejudices, (2) provide school atmospheres
S y

which encourage learning and multicultural frieﬁdships and understanding, (3)
involve parents cooperatively in their children's education, and (4) tea:% .

children to be culturally literate, preparing them for a fuller, more pro- )

3
*

ductive 1ife in a multicultural society.
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E. RECOMMENDATIONS FOR FURTHER.READING -

Findings‘ffom thg hIéDS studyjsquest needs for rgsearch in several ‘
. significani areas. Tgése include the following: (1) the relationship 1
between bilingual education and integration, (2) the dynimics of multiracial
integration, (é) rural and small school‘integration, ;hd (4)‘muﬂti£u1tyra1 ,
End intggrétion aspects involved in the education of migrant ghi]dréh.
There:are, nevertheless, many excellent resourc€s available as guidés “for
desegrégation, mu]tfcuftha] education, and inservice training for most’
schools. Some of these resources are indiéated beidw, grou;ed in those

"l

three categories.

~

1. Desegregation and Integration

Commun1ty Relations Service (of the) U. S. Dept of Justice, and National
Center for Quality Inteqrated Education. Desegreg§t1on Without Turmoil:
The Role of the Multi-Racial Community Coalition in Preparing for
Smooth Transition. New York, NTY.: The National Conference of
Christians and Jews, 1976. 45 pp.

4
Tells how citizen coalitions organ1zed and led their communities through
peaceful desegregation processes. Includes a discu$sion of coalition
building, community activities, and local leadership roles, and a list
of se]ected resources for aSs1stance, many of which are .still available.

> Forehand, .Garlie A., and Marjorie Ragos a. A Handbook for Integrated
- Schooling. Princetoni N. J.: Edu.ational Test1n9 Service, 1976. 88 pp.

This usefu1 handbook 15 based on findings by these two authors and
D. Rock, Final Reportf Conditions and Processes df Effective School’
Desegregation (Washington, D.C.: U. S. Department of Health, Education
and Welfare, 1976), Wh1ch resu?ted from research in nearly 200 desegre-
gated schoo]s Two prem1ses for the Handbook grew out of the ‘study--
that schooling shoulg and will be desegregated and that "there are

¢ positivé actjons thaF can be taken to maximize the educational benefits"
of desegregated schooling. Forehand and Ragosta's guidelines can help
schools be more sucéessfu] in achieving integration; “successful" mean-
ing having "positive benefits for children--benefits to their 1earn1ng,
their attitudes, aqd their effectiveness as individuals and citizens.'

~
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Foster, Gordon. "Desegregating Urban Schools™ A Review of Techniques,"'
in Harvard Eduqationa] Review, Vol. 43, No. 1, February 1973. 10 pp.

A useful critique of Egsic student:assignment techniques.

: Greenberg, Jack; fﬁomd% F. Pettigrew; Suéan Greenblatt; Waliter McCann; and
David Bennett. Schools and the Courts, Vol. I, Desegregation. Eugene,
Oregon: .ERIC Clearinghouse on Educational Management,.1979. 120 pp.

. ‘ . . .
x Indepth analyses of the federal courts' rolé in school desegregation,
. from four viewpoints: a plaintiff's, by Greenberg who helped argue
Brown v. Board of Education before the U. S. Supreme Court; Pettigrew
as an expert witness; Greenblatt and McCann as educators looking at
Boston; and Deputy superintendent Bennett of Milwaukee tells what its
‘ 1ike as a defendant. ' )

Henderson, Ronald. "Desegreéﬁtiqn to Integration: From a Number's Game to
Quality Education," a paper presented to “Urban Education National °

Conference: From Desegregated Schools to Integrated Education,”

Milwaukee, Wisconsin, July 15879. 19 pp. Available from CEMREL, Inc.,

St. Loudis, Mjssouri. .

-

I1Tustrates how available desegregatidn‘research and experience, can be
useful “in preparing for desegregation and\imp]ementing programmatic

intexventions -to enhance integration.

~  Hughes, Larry W., et al. Desegregating America's Schools. New York,-N.Y.:
" Longham, 1980. 172 pp. '

Although too brief to cover all facets in depth (there 'is one page on
inservice) this can serve as a handbook for developing a rudimentary
desegregation-plan, It provides historical perspective and information
about téchniques, but the book is most helpfuil for jts consideration

- of community support, davelopment of transportation routes, estimation
of costs, anticipation of "second generation" problems and other tssues
often averlooked. . o ,

King, A. L. "The Impact of Desegregation and the Need.for Inservice Education,"
in David L. Williams, Jr., ed. Research to Improve Family and School
Life, Southwest Educatjonal Development Laboratory Monograph Series,
" Bustin, Texas:: SEDL, 198T. pp. 1-26. ‘

Reports on research which identified effects of desegregation and
strategies to minimize its burdens, and maximize its benefits.

»
.

National Ins;itute of Education. School Desegregation in Metropolitan Areas:
| Choices ‘and Prospects. MWashington, D.C.: U. S. Department of Health,
Edqution and Welfare, 1977." 166 pp. . v .

Report on a .two-day national conferepée March 1977. Provides discus-
sions of urpan and suburban desegregation issues, inciuding nqt only

H .
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demographic and economic factors such as housing, busing, and jobs, but
also (some) attention to social and instructional matters. Tne tenor
is favorable <to metropolitan desegregation, and includes educators
experienced and knowledgeable in this approach, for exampTe, Roland
Jones {Charlotte-Mecklenberg, North Carolina), E. Lutrell Bing (Hills-
borough County, Florida), and othersy

Orfield, Gary. Must We Bus: Searegated Schools and National Policy.
Washington, D C.: The Brookings Institution, 1978. 470 pp.

A well-researched and readable treatise on the question in the title
Orfield makes it clear that desegregation has many facets--legaly politi-
cal, social, moral, economic, and emotional, as well as educational.

He considers these ‘facets while focusing on the question of whether
desegregation negatively affects the educational achievement of white
students. Citing a number of research studies, Orfield concludes that

it does not. The busing controversy is put in perspective--about half o=
of the nation's public, school students ride school buses, fewer than,

5% for desegregat.on usua]]y only 1 - 3% of a desegregated district S
budget is foﬂEbUSing, it is three times safer than walking to school}

and there is no demonstrable negative educational effect. Further,
Orfield contends, though it is not ideal, busing is the (only solution
available" until and unless residential areas are desegregated.

' St. John, Nancy H. School Desegregation: Outcomes for Children. New

York, N.Y.: John Wiley. & Sons, 1975. 236 pp.

"™ This is St. John's rebort on her review of over 120 studies concerned

with academic, emotional, and social outcomes for pupils in desegregated
schools. _Becatise of the narrow range and/or methodological inadequacies
of some studies, St. John concluded that "in a sense the evidence is
not all in." "As implgmented to date, desegregation has not rapidly
closed the black-white¥gap in academic achievement, though it has rarely |
lowared and sometimes raised the scores of black children." White
achievement "has been unaffecfed in schools that remained majority white
but Significantly lower in majority .black schools." There is evidence

s that in the long run desegregation may encourage the aspiration, self-
esteem, and sense of environmental control of black youth. The immediate |
effect of desegregation on interracial attitudes "is sometimes positive
but often negative..pwhite racism is frequently aggrevated by mixed
schooling." ESpECiiﬁ]y valuable is an identification of tonditions which
must exist if desegregation is to contribute to the development of
children, e.g., the "se]ection and training of schooT staff...appears
ali-important. Z

Schocl besedregatinn: The Conitinuing Challenge. Cambiidge, Mass.: Harvard
-Educational Review, 1976. 121 pp. -

This is made up mostly of a critique of the "white flight" thesis of
James S. Coleman.. Featured are a reprinted article and correspondence
from the Harvard Educational Review: Thomas F. Pettigrew and Robert L.
Green, "School Desegregation in Large Cities" (Vol. 46, No. 1, February

. v 7 109 . ' ‘,




1976, pp. 1-53), and an ensuing exchange between those authors and
" Coleman (Voi. 46, No. 2, Mdy 1976, pp. 217-233). Pettigrew and Green
criticize the research most frequently used by opponents of busing to
support their argument and discuss the manner in which media reported
‘ (and did not report) the complicated debate. Coleman defends his
research and thesis. :

u. s. Commiséion o Civil Rights. Fu]fiJﬁ1ng the Letter and Spirit of the
Law: vﬁesegrggation of the Nation's Public Schools. August 1976.

315 pp. '
\ The Commission assesses the progress of school desegregation in various
school districts in the U. S. and identifies factors that contribute to

an effective desegregation program. There "is one conclusion that
stands out above all others: desegregation works." Nevertheless,
there are still, problems, especially in large school districts. The
Commission identifies "musts" to be attended to in order to build upon
the progress already made in desegregation.

2. Multicultural Education

‘Banks, JamesaA.,'ed. Education {h the 80's: Multiethnic Education.
Washington, D.C.: National Education Association, 1981. 190 pp.

Leaders in multicultural- education discuss key iSsues in their field,
including the nature of multicultural education, the societal curricu-
lum, interactions in culturally pluralistic classrooms; the school
culture and cultures of minority students, cognitive styles, language
diversity, cross-cultural counseling, testing and assessment, curriculum,
multiethnic education in monocultural schools, the community's role,
equity, and teacher preparation and role. Also included are "action
agenda" and helpful references.
e f"‘v

, ed. . Teaching Ethnic Studies: Concepts and Strategies. National

Council for the Social Studies, 43rd Yearbook, 1973. 297 pp.

" Specialists on various ethnic groups, women in history, cultural-
pluralism, and_ social justice discuss significant issues related to
teaching ethnic studies. Ingludes a chapter on "the Experience of
White Ethnic Groups."

. Teaching Strategies for Ethnic Studies. 2nd edition. Boston:
", Allyn and Bacon, 1979. 502 pp.

¢ . Excellent tool for beginning multicultural education in the U.S.
Includes chapters on Afros, Asian, Cuban, European, -Mexican, Native
American, Native Hawaiian, and Puerto Rican. Banks gives content, .
concepts, and learning activities for primary, intermediate, and ‘upper
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levels, as well as an annotated bibliography -of materials and resources

for each group. For & general study guide, there are: (1) a "Chron-

ology of Key Events" for "Ethnic Groups in American History"; (2)

selected films and filmstrips on groups; (3) a selected list of ethnic -
— : periodicals with addresses; and (4) criteria for evajuating the treat-

ment -of minority groups and females in curricular materials.

Curriculum Guidelines for Multiethnic Education. Arlington, Virginia:
National Council for the Social“Studies, 1976. >

Useful principles and strategies for integrating the curriculum, X-12.
By specialists who are among the most knowledgeable in multicultural
education. N

-

Baptiste, H. Prentice, Jr.; and Mira Lanier Baptiste. Developing thé Multi-
cultural Process in Classroom Instruction: Competencies for Teachers.
Washington, D.C.: University Press of America, 1979. 245 pp.

Discusses acquisition of skills and strategies needed for making curric-
ulum and instruction multicultural. Includes competencies, rationales,
instructional objectives and activities, and assessment procedures. Use-
ful format for insérvice training. '

Cortds, Carlos E., Fay Metcalf, and Sharryl Hawke. Understanding You and
Them: Tips for Teaching About Ethnicity.- Boulder, Colorado: ERIC °

: C]ear;nghouse for Social Studies/Social Science Education, 1976. 61
“ pp. $3.00. ’ :

, Carlos E. Cort&s, Geneva Gay, Ricardo L. Garcfa, and Anne S. Ochoa:

Useful for tips on integrating fulticultural materials, concepts, and

activities into the classroom. Suggests activities and how to identify

and se]ect‘%ppropriate matéria]s. Includes instruments to evaluate ,

cognitive and effective outcomes of ethnic studies. Cortés' essay,

“Ethnicity in the Curriculum" is helpful in dealing with key issues.
Cortés, Carlos E. "The Societal Curriculum and the School Curriculum: Allies

or Antagonists?" Educational Leadership, April 1979. pp. 475-479.

Students learn from the societal curriculum as well as that of the

school. Cortds defines societal curriculum as “"that massive, ongoing,
informal curriculum of family, peer groups, neighborhoods, mass media,

and other sociaJizing forces that 'educate' us throughout our Tives," o
and persuasively advocates th;; educators and students need to be made

e aware of aad 1iteri:i%yy it \

Garcia, Ricardo L. Fos ng a Pluralistic Soéiety Through Multi-Ethnic,
| Education. Fastback No. 107. Bloomington, Indiana: Phi Delta Kappa
\
|
V

Educational Foundation, 1978. 49 pp.

This brief work is useful as an introduction to multicultural education,
clearly delineating basic concepts and issues. Limits treatment of
"educational exclusion" to Blacks and Chicanos. Briefly analyzes three

~ ¢ . z
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approaches to multicultural curriculum: (1) human rights, (2) inter-
group relations, and (3) ethnic studies.

. . Learning in TQo Lanquages. Fastback No. 84. Bloomington, -~

Tndianar Phi Delta Kappa Educational Foundation, 1976. a2
Exploratory treatment of the importance of bifingual education, dis-
cusses implications and concepts. -

Iowa State Department of Public Instruction. Multi-cultural, Non-sexist
Curriculum Geidelines for Iowa Schools. Des Moines: Iowa State
Department Af Public Instruction, 1975. 12 pp. : .

Guide to Implementing Multicultural Non-sexist Curriculum Programs in
Towa 3chools. Des Moines: lowa State Department of Public Instruction,
July 1976. 65 pp. - : .

-

More than 20 states have passed legislation, provided guidelines, or
otherwise made policy statements promoting multicultural education.
These two publications give detailed, substantive guidance to the imple-
mentation of policies set forth in Iowa law requiring that the curricu-
lum in the State's schools (K-12) reflect the diversity found in the
state and the nation. Together, these booklets are an example of what
can be done at the state level to give school boards, administrators,
teachers, and community leaders a step by step approach” to designing
and implementing a quaiity muliicu}tura], nonsexist education program
in their local schools. Discusses roles and provides model statements
and procedures and an incisive self-evaluation. )
o Q

King, Edith W. Teaching Ethnic Awareness: Methods and Materjals foi the
Elementary School. Santa Monica, California: -Goodyear, 1980. 197
pp. 39.95. .. .

This is a balanced blend of theory, proven methods and activities, ‘and
multicultural resoufces; adaptable to secondary level. --

Klassen, Frank H., and Donna M. Gollnick, eds. Pluralism and the American
Teacher: Issues and Case Studies. Washington, D.C.: American 4
Association of Golleges for Teacher Education, 1977.

This collection of papers by specialisgs in the field discusses multi-
cultural aspects of preservice and inservice education.

Rodriguez, Fred, Ed Meyer, and Karen S. Erb. Mainstreaming Multicultural
Education Into Special Education: Guidelines. A University of Kansas
Project, publication funded by the Bureau for Education of the Handicapped,
Washington, D.C., n.d., but 1980. '

~

This excellent, brief work is one of the few which offers guidelines for
mainstreaming multicultural gducation into special education. It is
more than that, however, as its rationale, process, and workshop mode]l
are readily transferable to "mainstream" multicultural education.
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Savilie-Troike, Muriel. A Guide to Culture in the Classroom. Rosslyn,

Virginia: National Clearinghouse for Biiingual Education, 1978.

67 pp- o '

Useful introduction to understanding cultures of minority students.
Provides perspective for nature and goals of bilingual education.

Sutman, Francis X., Eleanor L. Sandstrom, and Francis Shoemaker. ‘Eduéating )
Personnel for Bilingual Settings: Present and Future. Washington, .
D.C.: American Association of Co]]eges for Teacher Education, 1979.
92 pp. (ED 165-961) . ,

s
¢

This monograph on b111ngua1/mu]t1cu]tura] education is based on the
premise that there is a need to educate and prepare school personnel
to work and teach in a cu]tura]]y pluralistic society. Focus on-such
jssues as (1) working models of bilingual education, (2) curriculum
design and content, (3) appropriate teaching methods and strategies,
and ?4) evaluating teacher performance.

Valverde, Leonard. "Strategies for the Advancement of Cultural Pluralism."
Phi Delta Kgppan October 1978. pp. 107-110.

Offers answers to the questions: (7). What effect is cultural pluralism
having on the education of children and youth in nrban school districts?
(2) What needs to’be done to-advance the concept of culturai pluralism?
Urbart school districts were visited by teams which collected data
through observation. These data reveal a wide variety of multicultural
programs ranging from marginally tg highly relevant and appropr1ate

Six strategies are described as 1mportant in promot1ng and improving
multicultural programs..

3. Inservice.-Education

Hall, Gene E., and'Susin F. Loucks. "A Developmental Model for Determining
Whether the Treatment Is Actually Implemented." American Educational
Researcthournal, Vol. 14, No. 3, Summer ]977. pp. 263-276.

The concept of different Levels of Use of an innovation and its measure-
ment are introduced-and implications of this concept for research,
evaluation, and change are described.

"Teacher Concerns as a Basis for Facilitating and Personalizing

Staff Development." Teachers College Record, Volume 80, No. 1, September
L ;

1978. pp. 36-53.

The concept of Stages of (teacher) Concern about innovation is proposed
as a dimension of tne Toncerns-Based Adoption Model that staff deve]opprs
can use as;an aid in diagnosing, planning, delivering, and assessing the
effects of inservice education.
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Harris, Ben M. Improving Staff Performance Through In-Servicelkducat{on.
Boston, Mass.: Allyn and Bacon, Inc., 1980. 406 pp. )
i

A valuable reference; includes case studies and examples of training .
materials, instruments, and group and individual approaches.

Johnson, Margo. .Inservice Education: Priority for the '80s. Syracuse:
National Council of States on Inservice Education, 1980. 52 pp.
Distributed by National Dissemination Center, Syracuse University, 123
Huntington Hall, Syracuse, NY 13210 -
Presents a timely rationale for "reforming" IE, citing social progress,
economic disruption, demographic developments, and technological

" advances as sougces of pressure for improvesent. Concludes that
pressure will not abate in 1980s. Briefly discusses four state
(California, Florida, Massachusetts, and Michigan) plans for IE.

King, A. L. "The Impact of Desegregation ..d the Need for Inservi%e Educa-
tion," in David L. Williams, Jr., ed. Research to Improve Family and
School Life, Southwest Educational Development Laboratory Monograph
Series. Austin: SEDL, 1981. pp. 1-26. . }

Reports on successful practices in planning and conducting IE for the
improvement of education in desegregated/desegregating schools..

Luke, Robert A. Teacher-Centered In-Service Education: ‘P]anniﬁg‘and Products.
_ MWashington, D.C.: National Education Association, 1980.%

4

For t. achers and others who design teacher-centered -IE. - Reports on
resea, Ch-based, field-tested materials and ,procedures.

MgEﬁughlin, Miiﬁrey/hallin;'and David D. Marsh. "Staff Development and ]
School Change." Teachers €ollege Record, Calumbia University, Vol% 80,
No. 1,.September 1978. ~°

[

-~

Reports on findings of the.Rand Corporation's "change agent study" of
federally funded programs. Phase one (1973-1975) addressed factors
affecting initiation and implementation of local projects, Phase two
(197°-1977) examined institutional and project factors influencing
continuation of innovation after termination of federal funds.

"Staff Development: New Demands, New Realitie3, New Perspéctives." Teachers
College Record, Vol. 80, No. 1, September 1978.

This issue is composed of articles on IE for school improvement, focusing
primarily on the teacher. But guest editor Ann Lieberman emphasizes a
staff; development approach that considers the effects of the entire .
staff on the individual teacher, rejecting "the. idea of giving courses
and workshops to...teachers in isolation from their peers and their
school" (p. 1). Especially useful are articles on teacher concerns

w
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(Hal1 .and Loucks, see above); school change (McLaughlin and Marsh, see
above); guidelines for evaluation (Gary A. Griffin); and the theory
and practice of IE for school change (Lynne Mj]]er).
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0 : - APPENDIX B
INSERVICE BUDGET SHEET

Funds Available ) . ‘ .
1. .From district ‘. $: ‘ .
2. From school : o . oo '
3. From workshop participants
4. From other sources
Total Funds. Ava11ab1e

Funds Required
1. Site/Facility Rental’
" a. Rooms $
. b. Taxes . .
- c. Gratuities
¢ d. Othér
- Tota
¢ 2. Meal functions ©
a. Neals ~ 7
e . b. - Taxes :
. c. Gratuities
' *d., Other”
T Tota
. - 3. Staff .
} Salary
' ¥ Stipend
‘Substitute teachers
Travel
Lodging
Per diem
Other
Total.
‘onsultants
. Honorarium
Travel .
Lodging- .
Per-diem to
Other
- » Tota
) 5." Audio-visual equipient
. a.
b
c

]

. @ N ancow
o e anors

’

4,

»

-

- K-

. \
s a—

ota
* © + 6., Materials

M
a.
7 ' b
C.

.

il 8. Other costs

. Total Funds Required ' S

g
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APPENDIX C : )

4
A
kS
.

. ' ILLUSTRATION OF A SUDGET FOR A ) o t
4 COMPUEX UNIT OF TRAINING

. ‘ K . : Number of Hours {(Average)
a ‘Number of Farticipants = 25 ) of Training Activity = 22 »

Goal: To use an observation/analysis system for self-analysis of classroom
. teaching 50 as to produce a diagnostic profile for a recorded lesson.
A. To plan and organize the training program: N
1. To identify and select participants’
correspondence selection interview, etc. 35 hrs @ $10.00 $ 350.00
2 To undertake team planning in preparation for
* yisiting consultant . ) $ 318.00
meetings: 3 @ 1% hrs each with § persons
tmd:3x3x10;nlle!@20¢=518.m‘ . -
substitute’s salary: 3 X 3% days X-$20.00 = $120.00 -
staff time: 4% hrs X 2 X $10.00'= $30.00
conference‘calls to consultant(s): $30.00°*
3. To finalize plans and arrangements with
- N . visiting consultant ’ $ 330.00 o
T ¢ v travel to visit consultant: $90.00°
) : stiff time with consultant: $60.88 ' -
. staff time in local arrangements: $160.00

B. Toimplement the training program:
4. To provide visiting consultant services for two
’ days of group activity $ 930.00
- * travel: 2 trips @ $90.00 each = $180.00° ’
honorarium: 2 days plus planning @
. ' $250.00 = $750.00° . .
- S. To provide for small practice group follow-up . ., e
witn staff-led seminar . $1,225.00
staff time: 3 sessions, 2 firs each = $60.00
substitute’s salary: 25 X 3 X $15.00 (1/3 day)
= $1,125.00°
travel (or staff: 20 sessions X.10 miles X 20¢ = $40.00
6. To provide individual consultation with local staff 3 81060 . .
staff time: 78 hrs X $10.00 = $750.00 “
* travel: 30 trips X 10 miles X 20¢ = $60.00
7. To provide materials for participants to use, including ‘-
observation forms, casseite tapes, and trining manuals . $ 250.00° .
$10.00 per participant ’
C. To evaluate the outcomes of the training program $2,930.00*
Contract with university extension center (or inter- . .
. views, observation, and group-testing sessions
@ $10.00 per interview X' 30 = $300.00
@ $15.00 par obsarvation X 50 = $750.00
\ . @ $100,00 per testing session X 2 = $200.00
W plus travel, fees, computer services, etc., $1,680.00 . .
D. To provide logistical support in the form of typing, repro- - .
duction, use of equipment, postage, and reiated services $ 850.00

Total Estimated Cost of Operation $7,993.00
) Total Excess Cost® $5,553.00

‘ Excess cost per training hour: $252.41 ) .
\ Excess cost per traines hour: $ 10.10 . . < .

* Excess cost enciudes stalf time, stalf travel within the district, and all logistical sup-

' * Note: No costs for trainee time are included in any of the calcvlations in this .
4 ﬂ‘u" .

. ( _ TSource: Harris, 1980.

+

Aruitoxt provided by Eic:
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. APPENDIX'D

CONSULTANT SERVICES CHECK LIST

School

School/District Liaison persén

Norksh%p or other consulting activity

Consultant
Address
Phone
Contact, brief, and schedule consultant.
A. Agreement on services and E. Informatién about services.

honorarium (letter to follow). » Needs assessment, objectives,
, ; date(s), etc.

B. Vita and social security E
number: P F. Equipment and material needed.

C. Travel arrangements. " G. Evaluation.

' D. Lodging arrangements. -

Performance of services.
Evaluation of consultant by
A. Schoo]/DiSérict‘ ' .
B. ‘Parficﬁbants '

Follow Through.

A. Consultant's evg]uation of process and activities.

B. Plan any future activities.

C. Payment to coqsu]tant.
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" APPENDIX E

CONSULTANT DATA SHEET

NAME :

QUALIFICATIONS:

WORK EXPERIENCE: -

'AREA(S) OF EXPERTISE:

TOPIC OF PRESENTATION: .
HETHOD(S) OF PRESENTATION:
FEE:

AGENCY:

LOCAT 10N/ ADDRESS:

PHONE NUMBER(S):

99




'DATE MATERIALS NEEDED

MASKING' TAPE

"STRAIGHT PINS _

| APPENDIX F
CHECK LIST FOR WORKSHOP“MATERIALS AND EQUIPMENT

LOCATION/SITE

TYPE OF WORKSHOP

WORKSHOP DATE \ -

NAME TAGS'
PROGRAMS

NEWSPRINT ‘ o

3% 5.CARDS _, - .
THUMB TACKS - ~ ' o " .

FELT TIP PENS

FELT TIP MARKERS _ COLORS
NEWS RELEASE FORMS _____
EVALUATION FORMS __ |
STIPEND, REGISTRATION, OTHER SIGN-UP FORMS __

. \
PENCILS \

AUDIO-VISUAL EQUIPMENT : MATERIALS AND OTHER . -




